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An enormous expression of approval echoed around them as Mrss:
Williams gu1ded the six kindergarteners out of the gym. Roderick's
young eyes focused on the person who had taught him these past months.
"Peacher, did we do good"? he asked anxiously.

Still try:ng to recover from the crowd's reactlon, she reassuringiy

smiled at the young boy; "Yes! You did VERY good!"

She tucked her charts undetr one arm and offered him her free hand.
The group paused to allow a straggler to catch up. Roderick pressed his
inquiry. "Did Mr. Boloz 1ike our read1ng"?

"Oh yes, Roderick!” she answered. "He thinks you're VERY smart!"

Roderick beamed and the others shared h1s de11ght. But as the brood
moved out towards the prImary school he became thoughtful and blurted,

Although the applause had startled the young Navajo children, it
was dxffxcuit to determine who was more surprlsed by what had happened
there a few m1nutes earlier, them or me. Beamlng like a llght house, I
had announced that the students would read. I knew that they would do
well, but when I detected the parents' confused looks, I crossed my
fingers and bit my 11p. In spite of her professional movements, I
sensed that Mrs:; Williams and I knew the same prayers.

Read1ng at the Parent's Day assembly had tested the six t1ny
neophytes wko huddled near their teacher. Three hundred parents and
several hundred students had watched the beg1nners nervously read their

Language Experience Approach (LEA) charts.

But it had been marvelodus. Although they had expected the
kindergarten students to dance. seelng the tiny children read fluently
had delighted the audience--and had saved my lip.

B The previous numbered page l
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Education for Navajo ch11dren has come a long way at Ganado Prlwary
School Although cultural act1V1t1es are Stlll promlnent w1th1n the
currlculum, the school is now winning state recogn1tlon for its academic
excellence. In fact, the school has had 5 of its programs named as
"quality programs;" and in 1983 the school was named by the Arizona
Department of Education as one of the 10 outstanding primary schoois in
Arizona.

"How did we get so smart"? Roderick asked an important question:
In this book We attempt to anrwer that question, but this book is also a
celebratlon of a beglnning. It fits into no purlst slogans, nor is it a
neat plan. It is an affirmation that there are not rlght or wrong
approaches. Those decisions depend on the children, the school aims,
and the children's environment. But this book is us; imperfect, a
tittie older and; we feel; a little wiser.

This book has 10 chapters. Chapter 1 is our introduction and
therefore discusses our 2arly years and sets some parameters for change.
Ideas that should be considered in improving a school and in
establ:sh:ng a language program are covered in Chapter 2. Chapter 3
d*scusses the excitement within "the Project" today. These three

chapters can proV1de a framework for understand1ng the rest of the book.

Chapters 4 and 5 review the issues of early 1literacy and
implementation of programs in kindergarten classrooms:. Chapter 6
offers some ideas for working in the first grade. Chapter 7 looks at
1ntegratlon and wr1t1ng across the currlculum, while Chapter 8 focuses

on wr1t1ng in the second and third grades.

Chapter 9 addresses teachers' attitudes toward change and the
effects of 1nvolvement in wr1t1ng and r1sk taklng. It alsc discusses
ways to involve parents. Chapter 10 concludes the major sections with a
discussion of the need to implement programs across the school as a

whole and reflects on special areas of the school. The book conciludes
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As I pen this preface, it is 1mportant to note that we have already
begun impiementing a 5-year school 1mprovement plan; We know we can do
better, and we will. However, this book will be useful to those people
who are just beglnnlng or who need support for their ideas. This book,
after all, is a simplé account of how we got started and how we lost

control.

Just Bevond Your F1ngertlps is a reminder that the greatest
teachlng resource exlsts in every classroom. We as educators are always
1ooklng for the perfect program, the perfect text, or the perfect
approach that will shoot test scores out of slght, and yet we overlook
the most powerful element for change. The next time you enter your
classroom, stretch your hand out in front of your face and 1ook through
your f1ngertlps. Exténd that hand and you will see children; TLook
hard. Study them closely. Exciteé them and you will be surprised by
what can happen. Allow and expect them to part1c1pate in their cwn

education, and there will be 1likttle that can stand in your way.

CHILDREN ARE YOUR GREATEST EDUCATIONAL RESOURCE!

This book is a tribute to péopié. Blg people and 11tt1e people.
There are many who contributed to the success of our p*o;ect and to this
book whom you will not meet in these pagess

F1rst, there are thcse who trusted me and alxowed us to run w1th

our Associate Superintendent: Then there are my fellow pr1nc1pals,
Ronald Brutz; Phiilip Bluehouse, and Richard Varrati, who honestly care
about children and quality programs: A special thanks must aiso go to
Elaine Roanhorse Benally of ERI TC/CRESS, who worked closely with us on
the complet1on of this proaect.

When I think of persons who inspired me; I think of Jane Hansen and
Donald Graves of the UnlverS1ty of New Hampshrre. fﬁé sﬁort t1ﬁe I

stronger. I give spec1a1 thanks to my brother Frank, in whose footsteps
I followed. His image kept me aiming h1gher than he'll ever know.

vii



The dedication to excellence of my 1ong time frlends, Larry Wallen
and Carl Foster, pushed and chailenged me. I give thanks to those staff
mefbers over the years who have believed in themselves and in children;
They have made our school a better place because of their belief. They

have been eXC1t1ng to be around.

Lastly to my chlidren Angle, Autumn, and Preeton, and to my w1fe,
Irene, I apologlze. The time this book took from you can never be

repiaced.

Sigmund A. Boloz
Ganado, Arizona
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INTRODUCTION

by Sigmund Boloz and Patricia Loughrin

The second grade g1r1s vere discussing the spelling of the word
"cafeteria” as they methodlcally completed the complalnt form: In their
earnest dlaiogue, they switched back and forth from Engllsh to Navajo.
With their three noses competing for room over the front office counter;

the studeénts were f111ng a grievance. They had a problem, and f1111ng
out the complaint form is the best way to get help in this school.

Although the completed form would air the1r d1ff1cu1ty, the
students’ conduct represented a deeper message: children attend1ng
Ganado Prlmary School are expected to apply their education in real

situations, and the students know that their communication attempts are
taken seriousiy.

project which was first 1mplemented in 1980. This program for grades
K-3, known as the GiLAD (Ganado Language Arts Development) Project; is
located on the Navajo reservation in northeastern Arizona. Test data
indicate mean grade equivalents which are as much as a year-and-a-half
higher than they were just 5 years ago. 1In addition, the Project to
date hac pub11shed 42 volumes of student writing. At the same time,
positive changes are taking place within the school community: Surveys
completed by parents have indicated that 98 percent support contlnuatxon
of the Project, and =t many school functions there has been standing

room only.

Students also seem to be more comfortable w1th the schooi environ-
ment as abserces averaged less than & days per ﬂhlrd this year, a
Schtllng 50 pe—cent decrease over 3 years ago. staff collaboratJon, a
most 1mportant part of the Pro;ect, is hlgh. Dur1ng the school yéar
many teachers and aidss voluntarily participate in two to three monthly
half-hour writing seminars where research, methodology, and local

successes asre discussed and demonstrated.

[ T
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As I listened to those girls in deep discussion, I was reminded of
how serious chlldren are, and of the prlde that students exh1b1t when
they pull their crumbled 3okes and word lists from their pockets.
I thought back to where this all began, before the Joke of the Day, the

Word of the Day; the complaint forms; and the writing contests:

I thought back to that classroom 14 years ago. I was a first-year
teacher, and first-year teachers just try to survive.

Looking Back

Teaching an eager class of second grade Navajo students that first
year, I was amazed by their alertness and by their desire to learn:
However, like many new reservation teachers; I soon realized how
frustrated the children and I were by the materials and content of the
class. The language of instruction and the texts within that class were

des1gned to appeal to the middle class Engllsh-speaklng child or to the
black inner-city child. Our situation was vastly different.

Conv1nced that my teacnlng needed to be adjus ed, I 1mplemented new
stranegles. Although I began slowly, concentrating on only one new
approach each few weeks, I found that by the end of the year we had
developed an exciting program. We frequently talked and wrote about the
real worltd. We discussed the firsthand eﬁperiences WhiCh we had lived
or Wthh I could offer. We took walklng field tr1ps into the commun1ty
and wroteé about hands-on activitiés. We used the v1deotape machine to
produce b111ngual films which were about using the telephone and about
designing, building, and firing model rockets. Our bilingual books
about the construction of the Rough Rock faaa and about our growth as
writers were published by the school's curriculum center.

We videotaped pzntomimes of Stories as they were told on records,
established pen pPals across the country, translated Navajo radio
commercials into English, and made word lists of everythlng. We studied
the geography of the Natlonal Football League and charted the teams'
progress, These materials became the core of our read1ng and were
supplenented by the text when approprlate. One mlght say that the esarly
seeds of the GIAD Projact were planted 14 years ago within that second
grade cLassroom: Planted not because someone told me that alloW1ng
students to participate in their own sducation would work, but because
it did work.

1352



Each new year offered greater educatlonal challenges. I learned
not to expect large, immediate changes in my students, and to allow t1me
for new projects to develop and to mature before d1scardlng the
strategy. Of course there were d1sapp01ntments, but education is an

My goal was to make everyone feel good about himself or herself. I
cane to see that writing was the greatest equaiizer; Since every
student wrote on his or her own level, assignments were individualized.
The students seldom competed against anyone; instead, they frequently
interacted and shared. Théréforé, evéry completed writing assignment
held some success.

Although I have learned about the process of teaching over the
years, I still do not understand its full potential: Looking back, we
were involved in the early rudiments of not only what are now commonly
called whole language; peer edltrng, oonferenclng, and publlshlng, but
also many other strategies. However, I also realize that I held a

narrow view of language teaching.

I oversimplified the communication process and viewed it as an end
rather than as the means. Language could have been used to develop and
refine the students' critical thinking skills. The emphasis should have
been taken off the conventions of language and placed on the development
of real communication. Students oould have been allowed to play with
tanguage more fully, to experlment with inventive spelllng, and to
create and %test their own theories about how Engllsh can best be
communlcated We mrssed the r1chness in the various forms of wrltlng
advertisements. F1nally, 1 nught have 1ntegrated language more fully
across the curriculum and, in the process, max imized instructional time,

rather than viewing reading, wrltlng, listenlng, and speaklng as
separ ate subJects.

I mused the "should have dones" without gullt. The amount I have
yet to learn seems wondrous! I thought of the past and of the £uture as
I watched the grrls leave their written complalnt and scamper off to
recess to await some action: I heard the complaint form slip into
ny box, and even though I had not writter It, I feit the prrde of
accomplishment: These students were participating in their own

vy
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education by applying language skills in meaningful ways. Their

education had not stopped for recess.

The GIAD Progect

to risk. I saw value in letting teachers follow their 1nst1ncts, in
using textbooks as they f1t 1nto a classroom program, and 1n usvng

harbinger of failure. This freedom encouraged the development of the
GLAD project.

Growing tremendously in size and complexity, the Project is now a
process rather than a series of related products, and it touches all
aspects of the school; It has been an exciting 5 years building the
GLAD Proaect with my statEf. During this time I have become convinced
of the benefits of effective writing in the classroom as a sound
beginning towards quality education for all children.

In that first year, the Project was an informal part of interested

teachers'curricula. .Actually, we did not start out with the idea of
establishing a wr1t1ng pro3ect but S1mply with the idea of promoting
writing. 1In fact, it was not until April of that first year that the
Project was named GLAD, and that the three primary goals were
established: (1) to develop the foundation for literacy in each of our
students--klndergarten through third grade; {2) to expaud and enrich
the pedagogical competencies of each staff member in the teaching of the
Language Arts; and (3) to develop and strengthen parental awareness of

and support for school programming.
Foundations for Literacy
The development of foundations for literacy was facilitated through

the Projectﬂs philosophy.

There is a need for each chiid to be heard. A child

wiil oniy learn to use a language if he has the

opportunity to use the language: A child will learn

to read a language if he finds meaning in that

language. A child will learn to write a language if
he £inds that others find meaning in his work.
(Boloz, 1980)



Wbrklng from these 1deals. the classroom climate and instruction
were established. In order to glve the students an opportunlty to use
Engi1sh, cucriculum was shifted to student-orlented interests. While
the ultimate aim is English itanguage literacy for all students, the
child, his cultural values, and the experiences which are brought to the

school environment are central to the project's methodology. Focusing
on each chIId as an individual, instruction begins at that child's

In the beglnnlng stages of the ProJect, student writing assignments
supplemented the adopted text. However, the texts no 1onger dictate
1nstruct1on. W1thout a dependence on language workbooks, d1str1ct funds

Proaect

Students are provided with oppdrtunitiés for an abundance of
wr1t1ng in many forms; for many purposes, and for many aud1ences.
Teachers note that students write more freely and that the volume of
student wr1t1ng and the richness of their word choices have increased.

In order to encourage the students to view wr1t1ng as a meaningful
exper1ence, books wr1tten by individual classes, by grade ievels, and
during school-wide writing competitions are regularly published at the
district's curriculum center. All students whose work appears in the
book receive a copy. At 60 cents per copy; the district's investment is

minimal.

of the Day and Word of the Day. In these two approaches, students are
encouraged to submit found and origInal jokes or to subm1t l1sts of

Day. As 3okes are read and word llBtS are acknowIedged over the
intercon, the student is recognized as the - bmitter.

The role of the teacher is to provide a supportive learning
environment which promotes a posItIve self-concept, and to create
situations which encour age active partlcipatlon in learning: ‘Teachers

RS 14



are to foster a writing environment which encourages composition by
W1thhold1ng exten51ve cr1t1cal evaluatlons, by demonstratlng sen51t1V1ty
to the student's cultural 1dent1ty, and by implementing frequent and
varied wr1t1ng and publlshlng eéxperiences.

Although a sound language arts curriculum offers a rich source of
guldance, one cannot assume that all who use the currlculum will brlng
to its 1mplementatlon the same level of competence. The GLAD project
recogn1zes this rea11ty and attempts to expand and enrich each staff
member's competencies through a series of writing seminars, a classroom

support network, and the establishment of a professional library.

The writing seminars are usually held twice monthly and have
replaced the traditional teachers' meeting. Topics include research

findings, methodology, and promising practices. All staff members are
invited to the seminars, and both teachers and administrators share the
respon51b111ty for the presentatlon of materials., The response of
classroom teachers is indicated by their attendance. Most teachers
attsnd regularly, and many of those who cannot, ask for handouts.

The classroom support network emphasizes hands-on demonstrations
within the classrooms and 1ntraclassroom wisitations by teachers and
administrators. The empha51s is on collaboration. Teachers who are

interested in an approach but who want more detailed instruction on its

application request assistance with the implementation of the idea. For
example, one teacher who desxred to establish a Journal progect was
assisted on a daily basis for 2 weeks, while another who wanted to Know
more about how semantic association could be used to build word power
was assisted for an hour. HOWever, assistance is not forced on the
teacher; rather, these services are offered only at the request of the
staff member;

Over the past 5 years, consistent budget commitments have built a

library which inciudes 500 new titles and several major Jjournail
subscriptions: Staff members are encouraged to suggest titles and
frequently check out the materials For ideas and as resources in their
own profe551onal trainlng.

[=)]
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Establishing Parent Support

While both staff and curricula development increase the success of
the program, a goal of the GLAD Project is to strive for parental
awareness cof and support for this language arts approach. Reallzlng
that parents can have the greatest lnfluence on a student s school
success, attempts to keep parents informed of their child's 1nvolvement
in the writing process are paramount. Communication lines which have
been developed through traditional means are supplemented by the
distribution of class and school publications:

creating, and school newspapers are sent into the homes of the young
authors: Parents report that these publications have created an intense
demonstratlon of prlde on the part of both the student and the parents.
Intérést in theSe books has stimulated tha readlng of publications among
students and with other famlly members.

An ongolng, f1ve item survey is sent to the home of students whose
work appears in a book. Parents are asked to report whether they had
prior knowledge of the Pr03 ct, what the child's and famlly's reactlons
were to the book, whether they have seen the child reading the book at
home, and whether they feilt that the books helped the child to read.
They are also asked to report whether they feel that the Project should
be cont1nued. Although at flrst only about 20 percent of the parents

continuation of the program, 92 percent reported feellng that the
Project would help their child learn to read, and 86 percent reported
that they had seen the child reading the book. Many parents added
favorable comments, and several of the parents commented that their
child's teacher should be given speclal awards for the effort.

-1
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A LANGUAGE STATEMENT

by éigmuné Boloz and Debbie Hickman

"Totally absurd,” I thought. "Have we lost perspective of what it
means to be human? The author must be blinded by the imperative to
'look good' on the almighty standardized test. He no longer values the
iniqueneéss of the individual and has forgotten that ilearning is a
process."

Schools. "Educat1onal standards are gettlng lower," it read; "and
students can't read or write. Accordlng to the national results, the
students are getting dumber and dumber. Therefore," the article
'contlnued, "we should enroll robots in place of students:. Of course; we
would keep a few students so that we would have exceiilent athietic
programs.

"Just program the robots with artificial intelligence, the skills
robots will need to replace our manpower," the article stated:. "Since
robots are 1ncapable of errors, national test scores would soar, and we
could once again take pr1de in America's schools."

Replace children with robots! Even though I knew that the article
was a satire, I was 1ncensed! I was gOIng to tear the logic of this
article apart. So, I read the piece again and again.

educational system, then let's bring in the robots!" I rebutted. "Let's
program the metallic globeheads with artificial intelligence and forget
about the exc1t1ng process called learn1ng!"

I was eagerly jotting down th= outline of my rebuttal when the
realization overcame me. My defiance faded into embarrassment.



"In a sense," I thought, “aren t we already seeking to make all of
our students perfect copies of an artificial ideal when we let the
standardIzed tests dictate what will be taught’ Aren't we already
trying to program every child with the same information when we teach to
the test? Aren't we already treat1ng all students like robiots when we
disregard their individual differences and backgrounds and blindly
follow the textbook page by page for fear we might miss somethlng

impor tant?”

I know that there are no inherently right or wrong ways of
teaching. Those Judgments depend on the child, the environment, and the
educational aims. The danger comes when we stop looking for the most
effective techniques, when we stop questioning. The danger comes when
we give up control of our decisions. The danger comes when we stop

asking "why."
A Holistic Approach

Although education in America has 1mproved educational research,
suéh as the National Assessment of Educational Progress, continues to
indicate that a gap exists between the desired 11teracy levels and the
actualized levels of English language proficiency. This is espec1ally
true of the reservation schools. While attempts have been made to
address this issue through the adoption and implementation of commercial
read1ng or language programs or through the adoption of materials to
improve test taking SkIllS, few have addressed 11teracy holistically, by
allowxng the communication skills of reading, writing, listening, and
speaking to integrate and support each other.

The goal of educatron is literacy--not 3ust scoring well on
standardized tests. Basic literacy can be defined as the ability to use
and exploit written language and its resources effectlveiy in achIeving

teachers. At the same t1me, he prov1des ev:dence of a decline in the
time that students Bpend writing and in the amount of writing that
students actually produce in a given year.

This lack of cohesion is noted by Cloer (1977), who states that
educators are presently required to take fragmented language arts goals



and objectives and °rrange them 1nto some cohesivo classroos program,
In d01ng so, they are probably pulling back together what never should
hatv: been parted He adds that the language arts for too long have been
taught in a fragmented manner with the hope that students will success-
fulily bring about integration at some future time.

Walker (1978) contlnues this line of reasonlng when he states that

for the attainment of des1red purposes. They learn lanauage as a part
of and along thh purposeful 1nteraction thh other people. He feels
language are being formed. He follows that children should learn the
written form of language in a similar way. In addition; he believes
that reading should not be taught apart from other learning, and that we
should choose topics from concepts which children of a particular age
should encounteér across the whole range of the school curriculum;
However, research conducted by Walker, suggests that the language used
in newspapers and periodicals intended for adult readers is closer to
the oral language of even 5-year-old children than 1s the language of
the basal readers written for children of that age in respect to the

core units of that language.

Spearitt (1979), in his research on the development of patterns of
relationships among the communication skills, stated that while the four
communication skills (reading, writing, speaking, and listening) can be
identified as measuring different aspects of language in terms of actual
outcomes, this does not necessarily mean that they should be treated as

separate skiXls for teaching purposes. The same outcomes can occur in

deliberately de—empha51zed. However, it is probable that if some
aspects of the language curriculum are relatively neglected, children
wiII faiI to realize their fuiil potential in language. Walker concludes

bring to their formal education.

The active and formal integration of the communication skills in
holistic classroom instruction, such as Language Experience Approach,

can be traced to about 1900. While Mériam (1938) advocated using the
language experience approach with Mexican American children whose

+0 o 19



background made existing books inappropriate; interest in and applica-
tion of the language experience approach to teachlng of readrng and
other communication skills to all students have expanded since the late

1950s.

reading as a method in which instruction is bUllt upon the use of
reading materials created by wr1t1ng the children's spoken language. He
states that the student-~created reading materials represent both the
experiences and the language patterns of the learner, and that the four
conmunication processes of listening, speaking, read1ng, and writing are

1ntegrated in the language arts and reading ins truction. While language

or an integrated language arts program are often used:

The first large-scale American attempt to employ LEA as a strategy
for teaching read1ng occurred in 1962 with the Reading Study Proaect,
which included 12 elementary school districts in San Diego County,
California: The general conclusion was that during the first 3 years of
elementary school;, LEA can be an effective way of teaching reading.

Kendrick and Bennett (1977) reported low socloeconomic LEA boys
were superior to basal pupils in attitudes toward reading, while both
sexes of LEA students were superior to basal pupils in the number of
words used in composxtiona at the end of the first year: They found
that at the end of the sSecond year, all LEA pupils were superior in the
total words used in speaking and that on standardized tests, low
socioeconomic LEA pupils of both sexes were superior in science and

social studies:

Spache (1976), in summarizing several studies, concluded that
pupils taught by LEA are helped to grow in writing ability, in length of
their compositions, and in spelling. He suggested the LEA pupils do
deVelop broad informational backgrounds in science and social science by
the end of their second and third years of training: He stated that
development in word reading, paragraph reading, and vocabulary is at

least as great as in basal programs,

11
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to note that the number of studles which support a holistic approach to
develop1ng llteracy are not limited to those presented here and that
current studies (Calkins, 1983- Goodman, 1984- and Graves, 1983)
support variations of the approach, and continue to provide add1t1onal
information for desIgnIng effective school l1teracy programs. AsS
educators; Wwe need to build upon our successes with chlldren, and to
help children to develop p051t1ve attitudes toward readlng. In doxng
so, we must outline programs of planned interventions which coord1nate
the communication skills.
Elements of a i:anguagé Statement

The emphasis in education must be on children and teachers. And
with that resolve, this language statement is meant as a start1ng po1nt
from which to reflect. The statement suggests toplcs which each teacher
shouid consider if he or she is interested in avo1d1ng the globeheads.
Those are planning, language connections;, meaning-based instruction,
peér teéaching, risk taking, modeling, and communication networks.

1. Planning

Educators constantly make decisions and must be aware that even
seemingly routine judgments can have far-reaching effects. Therefore,
even though we cannot always predict the results of our decisions, we
must plan. Teachers not only carry tremendous power to guide a child's
educatlon, but also possess the dangerous potent1al to m1sd1rect
and confuse-—espe01ally whén unsuré as to why an assignment has been

selected.

We must know why students are do:ng an assxgnment- at least to
ourselves we must be able to state clearly our aim or objective. We
must know why a particular assignment is 1mportant to this child's

education. Effective and approprlate obJect1ves depend on a var1ety of

faétors, inéiuding étudénl characterrstrcs, tﬁé nature of the

in ptanning: On the contrary, the teacher must retain the right to make
changes in directions when indicated by student needs.



After rdentrfyrng the aim, the next most cr1t1cal decision to make
i How the 1nstruct1on wiii take place. Although there are many avenues
of 1nstruct1on, it is cr1t1cal that we learn to use technology rather
than being used by it. We must learn to choose textbooks, workbook
pages;, and dittos because they are essential to the growth of the ch11d,

not because they are there,

The central issue here is who is in charge of the classroofi~-the
people within the classroom or the people who develop programs? What we
need are classrooms where teachers and chilédren, not programs, make
decisions. Our instructional decisions must be based upon the close
obser\atlons of chlldren and theIr behav1o.s and supported by--but not

sense to use a program or to cover a concept with a partlcular child on
a spec1f1c occas1on. These decisions cannot be made in advance by
individuals who have never seen the chiild; Textbook programs,
workbooks, and dittos, like every other piece of tachnology, mist be
used with sensitivity and intelligénce. This begins with planning,

2. fgan'guagé éonnections

l1sten1ng, or speaklng--has focused instructional practlce on small

explicitly teachable parts of language caiied subskills, Subskills are
important, but only as they aid the student to comrunicate more effec-
tively. However, many schools put so much emphasis on subskills that
students never have a chance to deveilop language fluency, which is the

object of commun1cat1on.

Communicatlon does not happen in isolation. It does not fail into
neat categories of reading; writing, llstenlng, and speaklng which never
overlap. In real life we use all of the communication processes to
create and understand messages. Consequently,; as deC191onmakers,
educators mnust value the connective and supportive relationships among
listening; speaking, reading, and wr1t1ng.

We can beg1n by surrouudIng students with communication in many

forms, for many purposes, and for many audiences. We must expect
students to use 1anguage, and we must create opportunities where
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students can 1earn language act1vely, snare language in real s1tuatlons,
work with language that is important to them, and explore larguage in
low risk situations.

Eearnlng does not cone from one source, nor is 1t best learned from
behind a desk, hands folded, feet flat on the floor, and eves Ifront.
Before children enter school, they learn language act1vely by inter-
actlng with their environmen:. They use language purposefully to get
things done. As educators, we must go back to the roots of learning, to
use 1anguage to get thlngs done:. We must merge our traditional sense of
schooling with the real world. What we do in school must not insult the
children's past but must build upon that past and encourage future

learning.

As teachers, we must aliow chlldren to play w1th 1anguage. ﬁe must
learn how to motivate, to stlmulate, and how to create interest.
Students must actively participate in their own education, and we must

provide them with numerous opportunities to learn how to accept this
ownership.

First, we shouz1d set aside time for frequent use ¢ © literature,
poetry, aru drama. We should make time for improvisation, the acting

ou- of favorite tales, readers' theater; and interpretation of stories
through songs and dance: The classroom should be compatlble with the
child's natural environment: a place #here there is constant language
productlon, which beglns with the persoval and the expressive and moves

outward to explore and expand the boundaries of the environment.

Second; we should teach students not only how to read but also how
to love to read. We shovld read to students often and have students
share and tiade the books and Stories that we and they write. We should
allow students to explore many types of literature. Even if the
students do not read anything more substantial than comic books; we can
fuel the fire that excites them. Further, when read1ng material is
selected for chlldren, the materials must make Sense to them and must be
wor th ~-eading. They must concentrate on reading real books and not
contrived stories that are more concerned with €itting into a reading
formula than into thz heart ¢Z a child.
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Third, we should emphasize. Writing helps students to think; it
prov1ues an organization for their thoughts, and it helps them to find
out what tney know. Chxidren know mach; we must help them to discover
thls fact Student work n°eds to be valued. Wé shouid publish 1t often

members or adults.

The message and the mechanlcs are both important, but the nechanics
should be in perspectlve, as clarlfylng and supporting the message. We
must help students to valae and to develop fluency first, and =h=rn to

focus on clarity aiid correctnass.

Children can understand the functions and general character of
print 1ong before they come into contact thh the formai structure of
the school. Many children begin playlng with prin? even before they
enter k1ndergarten. Although we may not recognize their wr1t1ng as
adult wrltlng, we shouid encourage it from the first day. Thére is much
more to education than cros51ng out; underiInIng, and circling. There
is so much more to education than memorizing the alphabet, the colors;
and the shapes. There is much more to communication than naming

objects;

3. Meaning-Based- Instruction

To guotée from James Britton (1970),; "Anyone who succeeded in
outlawing talk in the classroom would have outlawed Life." Language
always occurs in some context. Children read, speak; 1lsten, and write
about somethlng. They don t communlcate i1 a vacuunn We should 1ook

compartments which cannot overlap. There is no room to add another

subject* Therefore, the stress must be not on addlng to the curriculum
but on 1nte§rating into the curriculum

humans. Communication slmply canfiot be separated from any area of the
curriculum, no matter how loudly some protest’ Language 1earn1ng can be
facilitated by the secretary, the janitor, and the principal as well as
by the science or the music teacher,



Let us begin where the children sre. As Britton relates, " There
can be no aiternatlve in the initial stages to *totzl acceptance of the
tanguage the children bring with them. We cannot afford to make a fresh
start."”

e can use the childran’s natiural abilitiés to taik about their
personal experiences as a foundatica for mov1ng outward intc the nmora
abstract processes of reading ard writing. The classroom tasks and
activitiesz must be structured in a meaﬂ ngful and interrelated manner.
The classroom envizonmeni must be exciting and, perhaps, not alwa{s
predictable. As in the real world, children must be given opportunltles
for exploring their enVIronment-—measurlng, sampllng, and using the

language as a means of ordering what they see and hear.

Flhally, the most effective content lS the chlld, that whlch
he brings to school as a part of his essence. The teacuner can learn
about the child, about what excites and concerns him. We must not
allow the school to be an alien environment. Bernstein (1970) stated
appropriately:

If the culture of the teacher is to become part of
the consciousness of the child, then the culture of
the child must f1rst be in the consciousriess of the
teacher.n.We should start know1ng that the social
experience the child already possesses is valid and
significant, and that this social experience should
be reflected back to him as being valid and
gignificant.

We must not fear the 1anguage of the child, but we must use that
1anguage and support that language. When we support the child's native
language and school language, quality will follow:

4 L Eee*r—Te” : ] : T a‘ch’i‘ﬁ

When students teach other students they both benefit; there is
a direct improvement in self-concept, attitude toward school, and
Jearning: According to Johnson, Johnson; and Maruyama (1984) after
reviewing 122 North American studies; this improvement holds true
for all grades and for all subjects, and for both A1eterogeneous and

homogeneous group1ngs.
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As parents, we know that children learn from each other and weé also
know the power and influence of peer associations. As adults, we
continue to rely on one anuther to solve problems. We look to those who
specialize in areas of business or in other areas of need. This is
natural. It is time that s+tvdents were taught how to learn from one

another in the classroom.

We as teachers =re not only ovVerwhelmed by the size of the
currxculum, but also by the number of students for whom we are respon-
sible. We should take our direction from the teacher of the one-room
schocl house. Let students teach each other!

5. Risk Taking
Rizks are always acceptable when they are in the interest of
lmprov1ng education. Risk tak1ng does not 1mply'faJlure, but we must
acknowledqe that whenever we try a new experierice, wé always run the
risk of making a mistake. If we as teachers view this mistake as a
failure, then students may stop and tune out. As educators; ws must
realize that mistakes are to be accepted as opportun1t1es of learning:
We learn by making some mistakes along the way. Student errors are not

slns but are a natural part of learning. We should recognlze them as

Peters and Waterman (1982) in their book, In Search of Excellence:
Lessons fronxﬁmerlca s<Best=Run4©ompanles, spend a great deal of time
d1scuss1ng how the world's best companies actually encourage exper1men~
tation and support mistakes as natural outcomes. These are s1gnals that
employees are maklng decisions. Top compan1es actually go out of their
way to provide a rich environment in which employees have the freedom to
keep try1ng in sp:te of mistakes: Each mistake is valued not as a
failure to be punished but as one more clue, an option that did not

work.

Our Job as teachers is to provide direction and then to help
students to keep trylng unt11 they master the objective: Regardless of
results, our basic aim is to keep students trying. Someone once said,
"Never fear shadows. They simply mean that there' s a light shining

somewhere nearby:"
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6: Modeling
Students learn to read and write independently when thsy believe
that processes are not just school assignments, but a worthwhile
lifetime activity. Children need to see adults read and write. They
need to see that adults can be excited about what they comrunicate. And
yet, many teachers do not value read1ng to ch11dren, and nzny have not
experienced try1ng to do those asslgnments which they expect of their
children. If they did, they would see that it is not easy to write a
story in Zpimlnutes that is worth readlng, and that it is not easy to

have something to say just because it is "journal time."

The ol1d adage "actions speak louder than words" is as true in
education as it is in the real world. We should spend time reading to
the class what we wr1te. D1scuss1ng our frustratlons and strategles for
overcoming d1ff1cu1t1es will prove more powerful motivation than doing
slmple wor kbook pages.

7. Communication Networks

The worid's most successful businesses know that strong formal and
informal conmunlcatlon networks are extremely 1mportant to cont1nued
growth. Some companies value this communication network so strongly
that they have actually reorganlzed their bu1ld1ng floor pians to
enhance all the possible communication patterns.

These companies know what we as educators are Just now begxnnlng to
reallze, that some of the best ideas for improving the company come from
small groups of people who are on the flring line day after day. In
order for these ideas to surface, communication must be open and
eﬁcoﬁraéed; Many of the companles reallze that sometrmes formal
channels of communlcatlon, like organlzatlonal charts, actually 1mpede
1mprovement and program development.

Schools and their staffs also benefit from these informal cluster-
ings. Teachers need to get together and share their writing, quality
programs, and practlces. They need to share literature and poetry, and
activities for all aspects of the curr1culum, but most of all they need
to talk about themselves and their frustrations. They need to develop
an ownership in the mission of the school. They must see themselves as
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having value within the system as an individual. A School that has a
strong staff community network is a strong school.

Conclusion

All of the curriculum can be ours if we control it rather than iet
it control us. We are the decisionmakeérs in the classroom, and we must
accept that control or run the risk of losing education as a process.
If we are to promote effective language literacy, the teacher must first
believe that the child is capable of language, must allow and expect
participation, must be prepared to risk, must constantly expose the
students to sounds and print, and must give them opportunities to test



3

OUT OF CONTROL

ﬁy éigmuné Boloz and Débbie Hickman

"Hello?...Principal's Office," I said, as I organized the desk top
and prepared to record the interaction. "Yes, this is...he." Or was I
supposed to have said "this is him?" I worried. "How can I help you?"

"That's okay, I have a few minutes now."

"Well, I'd be glad to send you a copy of some of our materlal,
but",1ts."just not that s1mp1e, I answered uncomfortably as my éyéé
catalogued the student writing, the articles, and the various programs
of the GLAD Project which were promlnently dlsplayed on the office

walls.

She should have asked to see my children's baby pxctures, I
thought. But then I realized that, like bab1es, wr1t1ng projects grbw
up: Eager to learn; both enlarge so qulckly. When they are 5, children
and writing projects are f£luid and have grown so complex that neither

can be captured in a few words.

"Actually, we didn't begln with the idea of start1ng a wr1t1ng
project. Writing is a way of involving students in their cwn
education,” I continued, "and I simply wanted to support life in those

classrooms.”

She laughed. The statement must have struck a nerve.

"Look. The most helpful advice I can offer is far your staff not
to look to outside programs as the total solution. I recommend you
adapt and not adopt a program. Examine what your school a1ready has and

build on its strengths. Secondly, this th1ng we call the GLAD ProJect
has grown to be too complex. 1It's alive and vibrant...and, to be

completely honest, it's not even a writing project anymore.”
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"I know that sounds confu51ng, but 1t s more than a simple set of
goals, bbjectlves, or activities that we dropped into a prlmary school
located on the Navajo reservation. It is a way of do1ng things...a way
of getting things done. 1It's taking the process out of the wr1t1ng and
applying it to the total school. It's..well...it's something you just
have to experienCe to understand.”

"Yeah," I laughed nervously, "scmething like that. But sometimes
it's even a label to hide our confusion; to give us...well...power; the
power to follow our instincts or to fiow with the children's

excitement.”

"I realize that you want to start something right away,"” I said
seriously, "but I don't recommend walking into a school and preaching
the wr1t1ng process as salvatlon. That would kill the program before
the staff had a chance to feel its power. We started with the handful
of teachers who were already interested in promot1ng wr1t1ng. By the
end of that first year, we had infected enough staff members that the

few turned into a school-wide writing project, and now...it's out of

control."

"No," I laughed, "I'm not sure who's to blame. I'm not even sure

where we lost our focus. All I am sure about iS that our writing
project is out of control..., and I couldn't be more delighted.”

"I'11 try," I answered, as I rubbed my foreéhead. "I know that it's
a strange way to use the word, but it's accurate. Instead of telling
teachers to encourage writing within their classes, we let them see the
power in other persons' classrooms. When people are exposed to an
1nfect1on, it 511ent1y envelopes them. For some staff it takes months,

and for others."years,"I continued.

"In our case, the GLAD Project is an infection which excites staff
members and empowers them to belleve in chlldren and in the1r natural
abilities as educators. As a result, teachers begln to do aberrant
things, like talking to one another, enter1ng each other's classrooms,
and sharing ideas freely. They take risks, value meaning-based instruc-
tion, and become decisionmakers: And most importantly, they are not
doing these things because someone ordered them to but, rather, because
they have ownership in the program, They have become the program.”
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"Children are also infected," I added. "Whether they are from a
mostly Navajo or a mostly English-speaking home, they actively parti-
cipate in their own educatJ.on and become comfortable with their
limitations. They begin to See the connections between school learning

and their own lives."

"Sure, it'd be a pleasure: If you're going to be in the area, I'd
be happy to take you on a tour and to show you what I mean. Oh, but one
last thing before you go. I almost forgot. I want to stress that we
are still growing. Like all schools, we have our problems, our
disasters, and although all of our ideas are not unique, it's important
to realize that what makes them work is that we have a tremendous
ownership of what's happenlng here. What makes us excited is that the
GLAD Project was not planted by sorie outside ‘expert'; rather, it has

been shaped by our staff and our students."

As we bid each other a good day, I wondered if she understood the
power of ownership.
The Writing Seminar

Although the sharing portion of our staff meeting is still called a
writing seminar, the meetings are no longer limited to writing research
and activities: The wr1t1ng seminar, Wthﬁ typically covers the last 30
minutes of the 40-minute staff meetlng, 1s a place to share our own
wr1t1ng and to read exceptlonal student trade (llbrary) books. It is a

place to speak about comprehension-based instruction, synthesls of the
curr1cu1um, or research concerning effectlve 1nstructlon. l‘.ast, the

The follow1ng is an example.

Opening the writing seminar, Mrs. Swinger, a

Transitional 1 teacher; reports on her students' Eagle
Books: She descrlbes the f.anguage Experience Approach as
she uses the tool in her classroom and explains how she
"worked the story for vocabulary and comprehension.

Mrs. Stando then reads a piece called the "The
Computer Wizard" that she has written about her second
grade class. After a good laugh, and maybe a few tears of
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relief Mrs. Stando explains the motlvation she had for
writing the story about how her class was turned into a
bunch of monkeys, and about how she was turned into a lion

by her resident second-grade scientist.

Discussing the process her third graders had gone
through to write, illustrate, and make clothbound books,
‘Mrs, Beck distributes examples of student work and answers
questions about using the Book Making Center equipment.

Holding up a few new titles, the principal discusses
the books that are being added to the 500-volume profes-
sional library. He also shares an article which discusses
research on the effectiveness of various approaches to

pelling instruction.

Last, the school's iibrarian reminds teachers that she
has additlonal copies of the books the students will have
to read for the Karate Belt in Reading program: She
requests staff members to turn in the names of students who
havz read the 20 books for the appropriate ribbon. These

students; she continues, will be recognized at the next
student council meeting.

The importance of the writing seminar is not the fact that a few
teachers stand up and share an idea, rather, the wr1ting seminar

over their educational decision makxng. These educators have created an
environmént where they are "staff" in the best sense of the word: They
collaborate freely and are not afraid to take risks.

It is exc1t1ng to see teachers take charge of the curriculum;
bécause then no method becomes the "right way" to teach. Although it lS
vital to be constantly alert to new research and developments in

education, there is no longer a need to adopt a part1cular text or
program.

) Although the GLAD project has been defined as a writing project, it
is the process of composing, more than the writing, that has given

direction to the school. The risk taking, the shar1ng, the
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re1nforcement of someone's 1dea, and the acceptance of mistakes have
become part of the general atmosphere of the school. Yet, transcending
this kind of an atmosphere is the growing fee11ng that there is

a creative potential among teachers that raises poss1b111t1es for
themselves and, in turn, for their students.

As teachers see the pOSS1bllit1es and un1queness in themseives,
they can honestly 1ook at chlldren as unlque and full of potent1a1 too.

surgrlse in her calleagues over a story she has written, that influence
§pills over to the entire school.

Morning Announcements

The last morning bell rings. The students wait nervously, as many
might if they are scheduled to meet with the pr1nc1pa1 Moving about
the main of f1ce uneasxly, they continuously refer to the papers clutched

in their small hands. Their heads ra1se in anticipation as they
recognlze his voice ech01ng up the main hallway.

area, still deep in d1scussxon w1th Ms. Lochansky. He agrees to set up
a wr1t1ng seminar concernlng 1ntegrat10n and suggests it could be
discussed at the GRIN meetlng at Mrs. Johnson's home this Thursday.

Since some of the staff get together every other Thursday evening
at what they call GRIN (Greater Reservation Interd1sc1p11nary Network)
meetlngs to share ideas 1nforma11y, maybe they could offer some
suggestions. Ms. Lochansky agrees, and as she walks back towards her
class; a group of boys shove a paper into the principal's hand.

"Okay, this time, Brandon, but next time you'll have to wa1t your
turn,” the pr1nc1pa1 smiles. "And donH:run," he yells down the hall

after the five smiling boys.

Clutch1ng the scrap of paper, he tosses his w1ndbreaker across a
chair, and in the same motion, turns his attention to the 12 waiting

children.
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the 1ntercom. "Good morning," he starts.

After a pause to allow thé classes to become quiet, the announce-

ments begin. "Good morning. Todaysswords are 'boa constrictor.' The
words come from Brandon and Gary in Room 7."

"The jokes for today come from the third grade,;" he continues.
"The first joke comes from Sharon in Room 12: Why does the headless
horseman ride at night? The second joke comes from Harrison in Room 16:
What do the Whlte House and MacDonald's have in common"? He pauses and
reads the Jokes agaln. "I'll read theIr punch lines this afternoon.,
Don't forget to get your word lists in early °nough so that I can read
your names on the intercom before you go home," Teachers in several
classes erte the words of the day on the board and several children
start listing words which use the letters of "boa constrlctor.

"I am proud to announce that we had four third graders who earned a
black belt in karate for read1ng 20 books from the fourth and f£ifth
grade reading list. They are..." He reads the list and turns.

"We havé 12 réaders this morning," he announces, motioning the
first child closer. Mlckey, a second grader, steps to the mike. He
reads his original story.

kirby, who has read stor1es over the intercom several times this
year, gives a short book talk without the use of any script. Important
is the fact that many people consider Kirby a limited English speaker.

Anyone can sign up to recite & poemn, 51ng a song, do a cheer, or
cven to read page one of the basal. Aand so they cont1nue. four
k1ndergarteners and six more second graders.

"Don't forget to sign up on the pr1nc1pa1’s office Joor if you
would like to read," he says as he prepares to turn off the intercom.
"Have a good day!"

As the student readers leave the office area, the principatl
foilows. His pleased expression is evident to all. "Thanks Ffor
reading!"
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Natural Consequances

As he follows the ch11dren into the hallway, a group cf young girls
catch the principel's attention. Huddling around the visitors' bench
in front of the main office, the four first graders confer over the
contents of the complaint form. Without not1c1ng the principal, the
young Navajos turn their attention to a girl at the office windcw who is
also writing intensely. "How do you spell your name, Arlene?" one of the
girls boldly asks from the safety of her huddle.

As the principal walks between the girls and into the conference
room, a large smile erupts across his face. He laughs to himself but
dares not laugh in front of the girls. For students, filling out the
complalnt form is taken very seriously.

Once in his office, the principal checks through the complaint
forms left for him to handle: Mixed within the pile are several
incident report forms (whlch are requ1red tc have been completed by
the young mischief makers themselves) sent to the office by staff

members.

Unfor tunately, these mischievous primary students apparently hadn't
read the handbook written by third graders concerning survival in Ganado
Primary School. Caught in some act of m1sconduct, the handbook might
have offered an appropriate excuse or a ready-to-order ploy for
sympathy. Suffering such bad luck, however, the rule breakers would be

doomed to at least the completion of the "I Apologize" form.

Conclusion

Some imagine that the education provided to Navajo students growing
up on a reservation in Arizona is inferior. Howeve:; the studerts and
staff members of thIS public primary schooi are active and excited about
what education has become. Moreover, these Navajo students represent
the tip of the 1ceberg.

Over the past 5 years, the GLAD Project has grown to be more than a

get of delineated objectives or goals. The ProJect has evolved into a
way of doing things, a way of getting th1ngs done. It is alive and

26

as



fluid; an idea whose existerce can be crédited to many people in varying

degrees,

It is not enough to say that someone had a ctever idea one day or
that there were teachers working together. Although it may be true that
good ideas and teachers work1ng together produce quallty products, the
productlve atmosphere lies in accepting and valuing the process as well
as the product.

In the case of the¢ GLAD Project, the process beglns with the
conditions for a creative climate where teachers' strengths aro valued,
r1sk taking is encour aged, and support is generously given. As teachers
begin to 'eallze that they can make a dlfference and that vhange is a
pOSSlblllty, an honest ownership of teaching begins.

It is in this climate, where teachers and students have the freedom
to be wrong, that edacation is meaningful, and a person can expect

support pot only from the prlnclpal but from other staff. it is a

strengths: As teachers unravel the conflict bétween the way they think
the schools are supposed to be and the way they would like them to be,
they will begln to find their own voice in teachirng: Looking for the
surprises, choosing from mnany posslblllties, sharlng, revising, risk
taklng, and evaluating are not just characteristics of the writing
process. They begin to nermeate the entire teach1ng process when the
writing project is out of control.

Sitt1ng at my desk, my thoughts turn to the request on the other
end of ths telephone.

"Hello?u. Princlpal's OfflceJ'I say as I organize the desk tOp
and prepare to record the interaction: "Yes, this is...him;" I report
nervously (wonderlng if I should have said, "this is he"), "How can I
help you?"

Lo
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THE FOUNDATIONS OF LANGUAGE LITERACY

By Geane R. Hanson and Joel D. Brown

Sharry was sure she simply did not know how to write her name the
first day of kindergarten. When I pressed her, she explained
confiééntiy, *My mom writes my name for me 'cause I don't know my
let.ers yet. I'm gonna learn 'em in school."

After a moment I asked her to pretend that she was her mother
Writing hér own name. *You are so smart, Sharry, that I am sure you
remember a lot of those letters!™ I smiled.

She picked up a pencil and by the end of the day, Sharry had the
firm beginnings for writing her own name without being directly
instructed.

£§aafk /:
8/84

Indeed, Sharry succeeded because she was directly involved ‘with
somiething that was meaningfuil to her, and she came to school with a
wealth of information and experiencé conCérning both orai and written
forms of language.



One of our major respons1b111t1es, then; is to become more aware of
what the young child knows, given the context of her individual life
experiences. Some questions to guide us m1ght beé: Who are the closest
people to the child? How does she feel about them? About herself?
What things does she like to do? To eat? Or, as Sharry's example
forces us to wonder: How far has she gone in mastering the more formal
conventions of language? Once we discover answerS to these questions;
we may be able to more capably guide the child to build upon what she
knows as she develops in her growing interaction with the wor 1ld,

At the heart of such a program is a sxncere and trusting

1nteractlon between teacher and ch11d. Through th1s 1nteractlon we make

in his learning prccess. He does not learn 1anguage by being "told;" or
by being dlrectiy instructed. He listens and observes. We can learn to
listen and observe as well.

"Bush on you, teacher!"™ Elfonso says. "Bush on you!"

Only with some acute observation, followed by 1nteractlon, does his
teacher reach the realxzat:on of his meaning "Oh, you mean I'm

bushed!” she smiles. "How right ycu are; Elfonso,"

Adults guess and repeat the child's words in conventional form
because that form is the answer to the 1mp11c1t question, "What was
that he said?" Elfonso, bexng a good listener, naturally makes his

communication more standard and understandable minutes Yater as he
comments to a classmate; "Teacher bushed, huh?*

A child learns because he is involved. He wants to communlcate
somethlng and communicate efficiently. It is this need to communicate
we must expound upon. As teachers we must give young experlmenters with
the language a meaningful and safe environment to discover how to
communicate effectively with others.

Eeachers, as actlve learners themselves, must strive to create an
environment which is intexactlvely rich, varied, and worthy of
exploration by their students. Real and meanlngful situations which

support and extend the whole life context of +he child must be explored
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and created. 1In this we should not overlook the cbvious such as a
child's family, favorite foods, recipes for making things in science,
science-related experiences, and the child's simple telling of a story.
The classroom must become the world 1tse1f Creating this world is the
ultimate challenge and reward for a teachaér.

Every child is a knowledgeable participant in his own language
learning process. Therefore, notiing regarding the various forms of
literacy should be kept from a chi'.d. Integration is the child's work
to do and the teacner’'s Job to support. The units of 1anguage need not
be taken apart or preqented out of context, although this may be done
for fun, to illustrate a discovery, or to explore a question raised.

The child who is ready will learn the alphabet through his interaction
with print.

Ao BipccDd Ee FFe9HIN
/j‘JKKL_ LMMA A

Qo PPax RvssTyu

VYW wXxYYZ =

E;iom\é\e 3: Sperteneocus Alphaber- Lon-hf\j ii,?‘-’

"S% can truly mean Sharry, but it is better with an "h" after it if
her classmate Samuel i3 also present. This means children should be
constantly exposed to print that is important and exciting to them in

its many and varied forms.
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will readily inform the patient, interested, and interactxve adult
Class-generated stories are a great resource, These can be typed by the
teacher and illustrated by the children through drawing on a ditto to be
run off for the entire class or by using magazine cut-out pictures.
These stories are then put into book form.

B sgsnmmsu; _3)$5 . -

e IR SRS
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It is exciting for the children to take these familiar stories home

Individually created stories will evolve naturally from this point, with
children's growing involvement and awareness of the print they
éncouiiter.

older students are a valuable resource for assisting the young child.
In my kindérgattéh classroom, two second graders came in daily for
45 minutes to help me, to talk to the children, and often to write down
their dictated stories. The kindergarteners were exposed to more

sophisticated language use as these more experienced learners provided
themwith inspiration and example. Interaction increases, and as the
kindergarteners began to write, a very meaningful sense of audience

developed.

In my own classroom at midyear, we decided to make mail envelopes
for various significant adults in our daily school experience:. Letters
were written out of the sSpontaneous interest of the students, and
sometimes were written to adults whose names came up in class
discussions. This was so successful that soon all of us made a mail
envelope for ourselves. Using materials from the writing corner, we
wrote ' stters and answers to ééc‘h othér.

T Mi§ed Yo U~
Wehn . Yolb=W,
e 5/c

41



Spontaneous letter writing puts the students in touch with the need
to develop more conventional practices in their writing. It is also
very motivationai: After all, when your teacher, principal, or other
significant adult answers your letter, what better reason is there to
write another? Everyone loves getting mail.

Other projects teachers may develop to enhance the print
énvironfent include the use of a variely of types of journal writing:
daily (peérsonal), scientific, topical (favorite things), etc.

Examgle 5 Journa) Wriling

Tuegdoy bz
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Journals give the child ocollections of his own work upon which he
can expand and build. They are something from which the child can begin
to gain a sense of his own progress, and they offer the teacher a source
for questions appropriate to the child's development

The possibilities are as endless as the teacher may construct and
the students discover a "Writing Corner" in the room In this area all
the class wr1t1ng efforts, as well as some individual contributions, can
be stored on rings and chart paper for easy réeview. Many choices of
paper, writing instruments, and literacy oriented materials can be made

available here. Changes in the materials should be made regularly, so
the young child can be constantly challenged and given reason to remain

curlous.

K reading corner is also apgfbpfiate for the early grades and
needs to have many types of print available in it, from comic books to
classics, from highly pred1ctable books that provrde instant success to

experience is easily achieved and critically important. The Bill Martin
books are predictable and a terrific resource for this. The students
can read/s1ng the words they are learning: Once this confidence is
formed, there is literally nothing they cannot do. There is excitement
because the experience is a complete and meaningful eéncounter with

print.

As the stories become more complicated and new books are
approached, children will naturally read the pictures to obtain cues for
understanding the story. It is not fair to underchallenge young
learners because of our own lzck of information or to keep them from
material which may be exciting, even though it may be deemed
1nappropriate for their level. Jason, a long time day care and pre-
school veteran, wisely gives us our motivation to extend ourselves
teyond what is traditionally thought to be the kindergarten with his
question early in the year, "I already know how to count to 100 and say
my letters; so can we do other stuff, too?" As the child comes to
school ready to meet the challenge, 8o must we be willing to challenge

and be challenged.
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All of this, of course, can be embeilished easily. In support of
l1teracy, other areas of my classroom 1nclude many and varied masical
selections which children may listen to with headphones. This process
consolidates their language experiences in the classroom. Several tape
recorders are available to use for recording and listening. Other media

include a slide viewer, a filmstrip viewer, and a fllm—loop viewer.

In this world students and teachers partxcxpato in a mult:tude of
1earn1ng experiences. An awareness of and an understanding and respect
fer these seemmgly mag:cai; events m children's developmental learnmg
processes are at the heart of openlng the world to the1r eagerness.

meanlngful, and positive atmosphere. There is no " tandard child" or

"standard instruction." If we understand and work with th1s in mind, we
can be unique; And that is dynamic!
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OPENING THE DOOR: KINDERGARTENERS CAN WRITE

by Sigmund Boloz and Diana Jenness

"Teacher! Teacher! It's my turn," said Michael for
the fifth time in 2 minutes. "I have a word to

write downt"

"How do you spell dinosaur?" asked Alex. "Oh, I know,
say the word slower, dn...or...sr...ns...," as he

spells the word in his story.

The dinosaur is mad at the tiger. The tiger is mad.




The atmospheré in the room is eléctric. The children are busy
interacting with one another, writing labels, sentences, and storles, or
conferencing with the teacher. Some of the writers are reading their
compositions to the aide: Certainly this scene is typical of many
classrooms where wrxtlng is a necessary component in the development of

language llteracy. However, these students are in klndergarten, and

most are Navajo .

Tara writes:

Tﬁe sun ,5 srmj in  mi Ej'éé iF 5 verie
his { + 'Hiaf it is vene vene n/S d‘s hs
’hnmj arci!” ovr Mc san  bekrusons i 15 Nis
i h1147 kﬁn; J1es )v, dbfb)zptl aaf'f7k' fﬁtﬂ‘
the sun i5 verfe nis  Wel oo at [ a.lﬂ{,oll
Wel see Wal H‘hk Maf iF is n$

bel /+ s v.me ﬂ/5 { do To we dre
fres hnaw aW oU see  haw | Wile
HKk fﬂaf i 5 veris mS Wel me

o We {ove e‘l'\.H-r }les wi Sd HK tur
+haot It fS nis +i

The sun is shining in my eves. It is very nice. [ think that it {s
very, very nice. It has things all over the sun because it is nice.
It moving very nlce, why don’t vou think that the sun is very nice?
Well, look at 1t and you will see. Well, I think that it is nice.
Well; it is very nice. 1 do too. We ore friends now. Now you see
how I will think that it is very nice. Well, me too. We love edch
other. Yes, I should think that it is nice;

The End
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Although this K-3 public school houses a school-=-wide language
literacy project,«durlng the first 2 years of the Progect the iinder-
garten children were not expected to be able to write freely and
éxprés;ivéiy. The students were expected to sound out and read Some
regularly phonet1c words and copy sentences. However- they were not
actuaity expected to write whole sentences and stories using their own
speliing. To paraphrase Holbrook (1981), it was quite possible that our

teachers weren't so much not teach1ng writlng, as they were simply
overlook1ng the fact that some of the children already could write.
Getting Started

With the assistance of 1 third grade class, we had the 27 journals
which we needed to begin. It had been the third graders' class project
to prepare the 30-page journals:. Although the kindergarten students
didn't really know what to make of the booklets on that first day, they
were dellghted with the presents.

During that frrst week of darly Journal tlme, our purpose was to
numerous, successful experlences and could view wr1t1ng pOS1t1vely and
purposeZully. In beglnnlng this process, therefore, we asked the
students what words they would like to write. We wrote the words on the

blackboard, and the students c0p1ed them. When completed, the students
came up and read the 3ournal entries to an adult. Durlng this wr1t1ng
t1me, the students also had the optlon to copy any words from around the
room or anyone else's words.

On the third day Kathy asked, "Is it okay if I wrrte my s1sters'
names?“ We were prepared to write the names, and we asked wh1ch cne she
wanted written first. "That's okay," she answered. "I already know how
to write their names.”

Through a natural, méaningful intéraction with her environment,
this young girl had learned to spell the names of significant others.
In addition, we found that she could already spell "dad," "mom," "I love
ycu,* and several other words and phrases for which she had had little
use thus far in school.

We began with the premise that kindergarten chxldren could learn to
write express1vely if we would only provide the right environment. How
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could we blame Kathy for stealing our thunder? She had no way of
knowing that kindergarten students were not supposed to know how to
write words yet!

resources. Many of these young children could writeé the names of famliy
members. In addition, we found that some could also write the names of
colors, of fast food stores, of high frequency foods and beverages, and
even of some television characters. However,; it seems traglc that many
similar children might never partlclpate as fuily in their own educatlon
as these children, and that their hidden resources could remain

untapped. They could remain chained to learning the alphabet in the
name of é&dcation.

Most students knew that marks on paper carry meaning and that the
form of writing has certain properties. It is quite possible that many

young authors have had years of home experiences at imitating writing,
at scribbling, and at inventing their own stories. Unfortunately, this
r1ch enthusiasm and readiness for real wrltlng is tradltlonally lost,
not because we expect too much, but because in education we often settle

for too little.

Writing and Inventive Spelling

Progressing into the second week of Jjournals, some of the students
began wanting to express phrases and simﬁle sentences. Bu1lding on the
special intérest of these few, we introduced the concept of a sentence.
For some students, this strange concept was explalned in Navajo. While
it is important to stress that not all students were ready to write
sentences;, some did excel.

Students grow from their successes and from taking greater risks,
and so do teachers! As a result of student progress; an inservice on
1nvent1ve speiling, and the reliance of the students on teachers as
walklng dictlonaries, the klndergarten writing program took a 51gn1f1-
cant turn. The klndergarten students weére now expected to exXper iment
with their own inventive spelling. Given 1large sheets of "story
paper,"” the students were asked to draw pictdreé and to write stories
about them: 1If they came to a word they didn't know how to spell, they
were encouraged to listen for the sounds in the word and write them
down. Some could do this, and others required extra heilp.
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When they were finished, they would "read " the story to an aduilt
thhm the classroom, and the work would be posted On other occaslons,
d1splayed both. As a f1na1 class project; selected stories of each
child were combined and publlshed as a 74-page volume by the school's
wrltlng pro:ject’

Because of our expectatIons that the sindents would accept
respon31b111ty for their spelllng and writing, the children gained
confidence in their own ab111ty to express themselves. The quality of

the chl]:dren s work varied because of several factors. 1anguage

of 1etter sounds.r For instance, a]:thougn David was developmentally
about 2 years behind the rest of the class; he was able to put random
"letters" in rows under his drawing and to tell what the "words" said.

POC'MOH

Some ch1ldren had aiready obtained a good phonetic background- they
were worklng ahead of the class and actually wrote full pages: When
told ‘that it was okay to write smaller, Kathy (for example) wrote even
more.
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Barly Stages of Writing Growth

Writing, as it develops naturally outside of schools, does not
begin with the understanding of the alphabetic princiyle. Rather, early
writings demonstrate attempts to establish order. The following
deve lopmental seguéence appears to be representative. The child:

1. develops theories about the relationship between
meaning and written language as he mimics writing
activities in his environment and watches the
interactions between Significant others with print.

2. develops the concept that writing has predictable
traits. There are common recurring shapes that are linear
and directional,

3. attaches meaning to print. The print may be
scribbling, a single letter; o: a combination of both;
but it is obvious that the child understards that words
are built out of letters.

4., develops labtels and inventories. These inventories

are words that are significant to the child a~d relate to
a particular topic,.(e.g., namee of family members, colnr
werds, etc.).

5. expresses content in single words and phrases: The

sentence or a story:
Roo 20

Inspired by the success of Mrs. Jenness' kindergarten class, we
realized the potential of the kindergarten student. We found that many
this desire was nurtured, students confirmed our expectations.

A February flurry whirled into our environment as I approached the
room; Traveler's advisories were out that day for our arza. Not a
normal day &> begin an exciting journey, I thought. Teaching kindergar-
teners still scared me, but Mrs. Williams was there in case I got myself



into trouble:. She was interested in exploring expressive writing, and I
offered my tlme, a few ideas, and the apprehension which everyone must
br1ng to kmdergarten.

Since the students had had little opportunlty to write expres-
slvely, we structured the env:ronmnnt so that the children would write.
Mrs. Wlllmms «nd I had conferenced earlier and had agreed to begin with
a breakfast cereal theme. The students were familiar with cereals and
the theme lent itself to multlsensory experlences. We selected Trlx,
which was particularly colorfuil.

concealed in a paper sack. As they considered what I had brought,
various kindergarteners took turns shaklng, holdlng, and test1ng the
shape and weight of the bag's contents;

After we listed their speculatlons on the board, the Ch] ldren
openad the bag and scrutinized the words and pictures on the box.
Students explained where they had seen Trix and what kinds of foods they
had eaten for breakfast., After the box was opened; everyone was given a
handful of cereal to examlne and taste. Cblldren descr:;bed what the

they liked it. All this time, the teacher and I made word lists and

reviewed them frequently with the students.

Gatherlng in a c1rcle on the rug, the class examlned the sensory
experiences and shared personal experiences. One of the staff then
captured several sentences of the children's natural language on large

chart paper.r After group readings of the sentences; volunteers als
read. We underlined key words and worked the story again.

The students returned to their seats and opened their 3ournals. We
passed out the rest of the cereal, and as the children ate, they wrote
words. When finished, they read to Mrs. Williams, to the aide, to me,
or to a classmate.

65&1 iaiiéiiaéé acti{iities 5&&95 ﬁreceded the LEK charts aﬂd

Although each cereal box differed in contents, because of the cereal



theme common language and concepts were stressed and reviewed on a daily
basis. Discussions of the colors, shapes, textures, and even deslgns on
the boxes helped to develop the children's vocabulary. For 1nstance,
cne day we learned the word "crunch," and everyone practlced making the
loudest crunch.

Our first language experlence stor1es were flve to slx sentences in
length. HOWever, we found that llmitlng stories to three sentences
enhanced the students learning of the words and that color ood1ng each

sentence differently enabled students to follow sentences on the charts.

Words flowed. The students acqulred words faster than we had
anticipated. The trend continued, and the students gained confidence.
They even asked to read additional charts. We were encouraged but still
not sure if the students were reading or wers simply memorizing the

charts,

To insure reading rather than story memorization, fhe students were
asked to read in a variety of ways. In addition to reading the

sentences in story order, the students read the woras in the story in a
reverse or random order. For 1nstance, students read the words down the

r1ght side of the page, or every fourth word.

The children's interest in reading and their ability to read
increased as the story was used: Each morning we read previous stories,
and each time the reading was more efficient.

Reading was no longer isolated as a subject with one block of time.
Mrs. Williams used the story vocabulary throughout the day. Students
ised salt boxes, played "Go Fish," practlced spelllng lists, completed
sentence slotting exXercises, and read words posted around the room.

Mrs. Williams read to the students often. The class regularly went
to the llbrary, took out books, and looked for words they knew. This
use of real books promoted some students to make the connéction between

LEA stories; journals, and trade books. This became clear when Arlinda
caught me in the lunchroom and stated, "Mr. Boloz, we are learning how
to read nowl”™

s
>
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Journals

After a new larguage experlence story was written; the students
wrote in their Journals. It was through journals that the students were
given ownership and complete control over the contents of their work.

Although we provided the cersal theme as a stimulus, the students were
free to write about anything that came to mind.

had recognized the potentlal of the child's wr1t1ng and that each
student comes to school with a unique background and var1ety of experi-
ences. In Room 20, we were reminded that children come to school as
individuals and that they must be provided opportunities to unlock the
power of their minds.

As with our earlier experiences in Mrs. J=nness' room, on the third
day the students began to take risks and to use known words. For
instance, as Claudia read her 3ournal entry from day three to me; on the
bottom of her page were written the words "Go No Stop. Since these
held no relationship to previous words used in class, I asked Claudia
where she had found those words: I thought she had copied them from
somewhere in the room, but she replied, "I already know it in my mind."

As Mre. Williams and I discussed with Claudia her first slgn of
independent language, Amos leaned into the conversation and assessed the
sxtuation. "That's chicken! I know more words then that,"” he boasted
defiantly. He proceeded to write known words, and other students
followed. Soon weé had enthusiastic children scampering about the room

sharing their personal entries with each other.

At first students copied or wrote isolated words or short word
lists, and we °ncouraged inventive spelllngu However, as we worked
toward the concept of a seénteénce, we were impressed by the power of "I"
and the power of "love," "like," and "hate.”

With "I like"." or “I love...;" It had never occurred to us that
during the 6 previous months of school, no one in the class had made the
connection between the letter "i" and the word "I." Nevertheless, now

that they were actively involved in their own education, they had
finally made meaningful language connections between speech and the
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printed word. The sxgnlfxcance of the word "I;" coupled with other
power words" ("love," "llke," and "hate"), had notably increased the
students' control over written language.

Liater, the students connected these "bower words with "safe words"
and "safe phrases. Safe words were those most frequently seen or used
dur1ng the thematic un1t, like "cereal" and "milk," and were learne.l
qulckly because of their frequent use.

No matter what motiwational activity we used; students cbntinuously
surprlsed us. There were always students who wrote what they wished and
not always what we antlclpated. For 1nstance, when we taught the word
"hate," we expected the children to write about the cereals which they
hated. Instead, we started a whole new avenue of "I hate girls." These
comments led one boy to ask for words like "honeymoon, and water bed,
wh1ch he wrote in his 3ournal almost dally. This caused Roderlck to
ask, "Mr, Boloz, why are you wr1t1ng those nasty words on the board?"

Subskills

We presented language conventions as they became useful. Although
our main focus was on developing each child's ability to communicate, we
found many opportunities to teach subskills when they were important to
the message. For instancé, we taught the concept of sentence by
oolor1ng each sentence a different color. The students learned that a
sentence can occupy more than one 1ine and, as a result, they also
learned to follow line order. For instance, Claudia defined a sentence

as "a bunch of words that made a short story."

From our first opportunity to introduce the concept of sentence, we

wrote words from the thematic unit on sentence strips; cut the words
apart, and students arranged the cards in acceptable sequences: Each
day students discussed periods and capltal letters as a natural part of
a wr1tten message and not as an assignment in a workbook. They learned
to use the same conventions in their journals.

Our final cereal, Smurfberry Crunch; ted to a unit about Smurfs:
In the process of read1ng and retelllng Smur £ adventures, the students
learned the importance of exclamation marks with Papa Smurf,
Harmony Smurf, and Smurfette: The students soon became profrcient at
picking out and using periods and exclamation marks, and they read the
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exclamations with enthusiasm. The students used the proper terms and
read w1th inflection because they had seen how punctuation enhanced the
meanlng of a sentence. The pos51b111t1es for teach1ng language

opportunltles for expandlng on real content,

Since it was not our aim to develop a research study, it is
difficult to measure the full impact of the use of these children's
natural 1anguage and interests upon skili development in the klndergar-
ten. However, it was obv1ous to us that there was a tremendous amount
of language learning tak1ng prace.

The Teacher's Role

RegardJess of whether the student is a native Engllsh or Navajo
speaker, to promote 1anguage proficrency among kindergarten students the
teacher must first bzlieve that the child 1s capable of developing
language. Second, the teacher must believe in the power of the child
and allow and expect his or her part1c1pat1on. Th1rd, the teacher must
be prepared to risk. Last, the teacher must constantly expose hlS or
hor students to real communlcation and must give children numerous
"“portunItIes to test their own theories about 1anguage. In addltlon,
the students in this program part1c1pated in the follow1ng language
act1v1tles-

1. We read to the klndergarten students regularly. We
discussed parts of the story, the characters, events, and
alternatxve outcomes. We read several books by one
part1cu1ar author, and discussed the author's style of
writing and the illustrations: For example; emphasizing
Dr: Seuss, we discussed rhymlng words and strange
characters.

2. Chlldren were encourageé to draw pictures, to pa1nt,
and to work with clay. We then d1scussed tﬁe objects with
the young artists. We tried to get the students to tell a
short story, however, since some students were 1limited

Engllsh speakers, they might only name objects of the

plctures.



3. Children kept 3ourna1s of favorlte words. Each day
there would be a new category of words that the children

would suggest and copy.

4. We taught a few baslc slght words, such as names

classmates, and words to label thlngs around the room.
5. Students memorized short poems and nursery rhymes.

6- we aeveioped ianguagé éxpériéncé storiés

with the spelling as the teacher wrote them down.

Conclusion

Like other students around the country, many NavaJo children also
enter kIndergarten that first day with the ant1clpat1on that they will
learn to read and write. All have been exposed to or surrounded by the
structure and function of language. Many have had years of play with
pencll pen, or crayons, and have developed strong theor:es about what
language does and how it is formed. Most have also learned to spell
words that carry 51gn1f1cance in their life. The time has come to raise
our expectat:ons for aXl students, and to let the sun shine in their
eyes. In the immortal words cf Kathy,"Why don't you think the sun is
very nice? Well, look at it and you will see."
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FIRST GRADE

by Sigmund Boloz and Patricia Loughrin

"On the first day of school, I begin the students on their first
written ass1gnment. You can tell who has been doing the most writing
the year before, because they don't give me those blank looks," stated
first grade teacher Shirley Kanuho.

Tradltlonally, first grade has been the year in which one mlght
expect to see beglnnlng reading and wr1t1ng. However; as we have

demonstrated in the previous chapters, even k1ndergarteners can read and
write when their early attempts are valued as meanlngful by the adults

around them.

As with kindergarteners, first graders should be expected to write
from the first day. As Miss Kanuho explains:

When a child enters my c1assroom for the f1rst t1me,
I do some 1nformal act1v1t1es to check the child's
fam111ar1ty with the 1anguage. At that time; I
introduce the students to a class word dictionary.

words organlzed around 26 pages. Each page is
labeled with a letter of tle alphabet and contains
those hlgh freouency words which I have learned that

first graders want to usé most often.

After I explaln the d1ctlonary and how it can be
used, I tell stidents that each will have theIr own
and can use it to f1nd words that they can't spell.
If a student does not know how to spell a needed
word, then I ask that he come to me w1th the
dictionary open to the letter that hé thinks the
word begins with. If the word is not on the page,

then I write the word on the approprlate page.
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But they dont use i

Although MlSS Kanuho has —Fructuréé an environment for
experlmentatlon with wr1t1ng, the 1mportant variable here seems to be
expecting the students to use immediately and consxstently what they are
learnlng. MlSS Kanuho begins her students thh class dlctlonarles.

However, it 13 also 1mportant to note that all first grade teachers do
not approach early 11teracy the same way.

thle many do use the classroom dlctlonary as an aid; some use
varlatlons of the format used by Miss Kanuho. A few have used a 51mple
booklet with a letter of the alphabet on the top of each page.
Beginning with tliesz bcoklets, students write in words which they have
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collected as most useful to them in i:héir . :ting, or that the teacher
has written for them as they have neede” { em. Other teachers have
begun their classes with basic word lists organized Iinto alghabetlcal

clusters to which add1t10na1 words can be adJ.izd.

There are still other teachers who have been succet¢sful in relylng
totally on the child’'s invented spelling and have refused to spell for
the child. Although some have found this departure from "the teacher as
resource"” frightenlng those who have ascribed to this techniqgue have

been pleased with the 1ong-range results.

The following is an example of invented spelling:

in sm Qo ) Seg
li*s %o
i+ is e

mnn
gomg +06 yann %m

--valerie

The lgdy cané hae and nobody was home and she d'd not have
the keys. She could not get in. She is going ta see {f it
1s going ta rain. It is not going to rain. 1 am happy.
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Inventive spelling appears not to interfere with corract spelllng
in later grades. Upper prrﬁary teachers have noted little difference in
spelllng ability between those who used 1nvent1ve spellxng earlier in
their academic trainlng and those who did not. However, whether u51ng
the dictionaries or :nventing their own spelllngs, these students appear
to be more eager to write than those not exposed to either approach.
The freedom to experlment needs to be genuinely supported.

Aithouéh we aiiow teachers to vaiue éither approach, in the early

correctness; Miss Kanuho explains:

Tn the approach I use, I £find that spelllng is nct
an issue that 1nterferes Wlth fluency. The ch11d

f1nd words as they need thems However, when the
children are First exposed to writing, grammatical
‘correction is not stressed. As time passes,
grammatical rules are introduced as the child needs
them. At first I try to make the children feel
comfortable and safe in expressing their ideas: I
encourage more correctlon in their final comp051—
tions. But even in the final draft, I am not overly

concerned with those skills which have not been
taught.
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. L' R *
A salf/mazaﬁuﬁerply in My garde

L+ wauc so pretty. L said +o
M; _Sis?"er, coMm e /’)ei"e Cou"ét. 7Vl
She sajd , afc,y What is 177Can
you see that butterf)y 7V es
it looks pretty, L Konw. Then
ry Sister said,te my brother com
here E ric. Uka/v now lhat is it you
seellhat buttedy. yes i# boaks
pretty. I Know. The End
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Although young children are creative and flexible, they cannot be
expected to write about experiences chey have never had. American
Indian children do come from environments which can offer subjects for
writing: Also, teachers must expose the children tc a rich source of
experiences through which the structure, flex1b111ty, and the vocabulary
of the Engllsh language become evident. In other words, the teacher
must structure numerous formal and informal opportun1t1es for children
to play with language.

We are not suggestlng forclng a second language upon chlldren, but
rather making language as naturally accessible to the child 1n as many
real sxtuatrons as possible. Students must be allowed to ga1n control

over language. Language must become not a barrier, but a tool for
mak ing meaning.

Under this system, students would bs read to often by as many
adults and other children as possible. There would be a rich classroom
mixture of the theater and visual arts. Students would be involved in
learn1ng language across the curriculum, and they would have
opportunities to create language.

Teachers would be facilitators of language. They would be taking
story dictation and; with the help of students; creating word lists of
everythlng. As languag° fac111tator, the teacher's job would be to flnd

ways to inspire and not to coerce.

One r1ch source of 1nsp1ratlon for young ch:ldren are pattern
stories and rhymes. When glven the opportunlty, children seem to
memorize these rhymes qu1c»ly. For first graders, a gdoé introduction
to this type of language is to have students reconstruct a pattern or
predlctable story. Instead of always comlng up with a new storv 'r poem
in class, have the students rewrite the pattern story or poem as a
class, keeping the same rhythmic pattern of the origiral. Examples can

be found on the following page:
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"Over in Ganado™

adapted from the poem, "Over in the Meadow"

by Mrs. Parsa's First Grade

over in éaaaaa”””, -
Where the _children _run,
Stands a football field

And its team number one:

Over in Ganado
where the garage is new,
Stands a_big_yellow bus

And its little busses two.

Oover in_ Ganado .
Where there was a tree,
Lay a_big_pine cone
And its pinons three.

Over in Ganado .
where we go to the store,

We buy groceries

From the food groups four:

Over in Canado

Where thaz people are ative;
stands f:he round Ganado Lake
And its black catfish five.

Over in Ganado .
where the school everyone picks,

There. stands a playground
And its nice swings six:

Over in Ganade
Where the trees reach to heave:,
Are some brown corrals

fand the running horses seven.

Over in Ganado

By the new office gate,
Pass_all the playing chiid;en
And their duty teachers eight.

Dver in Ganado

Where the weather is fine,
Smiles the shiny yellow sun
And its puffy clouds nine.

Over in Ganada . o
Where teachers, both ladies and men,
Teach us reading and writing

Anc put the school in the top ten.

met's prete~.s
by Mr. Thompson's First irads Ciass

Bonnie is a bug
Crawling on the grou:.:,

Looking for some food -
She found some and sat .uywn.

Buster is a bull ]
Standing behind a fence,
He is lazy and wants

To sit on a bench:

Telly is a teacher
Walking down the rali,
She bumps into a iady
And that is g11;

Sammy 1sfgﬁdgg7777
Digging for a bone,
The ground was hard

So Sammy went home.




Writing stories which build the imagination and follow themes of
Fantasy and magic are teéchniques which first grade students c¢njoy. Noteé
the following pieces concerning a leprechaun and Big Foot:

How to cateh a Leprechaun.
now L said +o My SelfF i T catch
q leprechaun.L Wont g<t
la)"s Jfgafd ma)rba I V’.H ge‘i‘a
net Yo c grch i+from his shouse
and He- Said Youl |l never cg+chme
newhHe ig tricKy43 e.q uietSo T
. Will Put Hiwm in #He net and then

HeWill &iserPpear. Chyllis ~
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He is 10 feet tdll. He is ugly
agnd mean. He has big eves. His
nose is big., His mouth is big.
He hds rotten teeth. His legs
are big,

-Marta

Certainly the language experienceé approach works well with most
primary-aged children. However, remember that this tool works best when
it follows an actual experience which has excited the senses. The
following is an example of what a group of first graders wrote after
walking and playing in autumn leaves.
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Autumn Leaves

We went outslde and picked some leaves. ﬁe threw

C1rcles. When we walked through them, they went
"swish,” "sSwish" under our feet. They were soft
and wec against our face. They smelled ugly.

The1r backs had lines on them and they were bumpy.

- by Phil, Rhonda, and Amanda

Autobiographies in which the child adds one sentence each day are
also successful. In this technique, the student writes one sentence the
first day and shares it with the class.- On the second day he adds one
more sentence. Now he reads both sentences: During the third day he
adds another sentence, and now he reads three. On the tenth day, the
child has an autobiography which is 10 sentences long. As he has added
to the plece, and as he has practiced read1ng it to himself and others

in the class, he has received quite a bit of meaningful practlce.

The following is an example:
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I AM SIX YEARS OLD,
I LIVE WITH MY MOM AND DAD.
1 LIKE TO 60 TO SCHOOL.

I HAVE A BIG BROWN HOUSE:
I LIKE TO HELP MY MOM.

1 HERD SHEEP. I LIKE TO GO
TO PHOENIX. MY SISTER IS MEAN,

1 TAKE CARE OF MY BROTHER.

MY BABY SITS AND TRIES TO

WALK BY HIMSELF,
MY NAME 1S PAULETTA JAMES.

ERIC

Aruitoxt provided by Eic:



Pattern poetry, such as c1nqualn, fits eas11y into any grade and
subjeét Although there are numerous variations of the five-line
sequence; most canuarns begin by asking the student to wri*e on the
first line the name of a person, place; or thlng. The second line could
be two words that describe what the object looks like, and the third
11ne could be three "ing" words associated with the object: 0n the
four th 11ne, the chlid could be asked to tell how the object acts, The
fifth line of a c1nqualn is fairly standard. Most types of c1nqualn ask

that the fifth line be one word which is a synonym for theé word on line

one.

Here is an example by one first grader:

RUNNING NAPPING PECKING
LAZY SAD SLEEPY SCARED
BIRD

- by Alex

There are many activities which can be used by the teacher to
provxde first grade students with opportunltles to play with the
language. Not all have to be done with paper and pencil, nor do all
have to bé inltlated by one person. First graders are capable of
weiting th: first day, and of reading what they write.
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7

MAKING CONNECTIONS

Students like to study about football, trains;, horses, boats;
monkeys, apes, bugs, dolls, bears, space, cartoons, fairy Lales, and
monsters. The students who attended the LEAP (Language Enrichment
Acceleration Program) classes have learned about these things. The LEAP
classes, which have replaced tradltlonal remed1a1 reading classes,
proV1de enrichment experiences for approx1mately 20 percent of the
student body. Generally, students who perforn h1gher are served
academ1cally, but enough flex:b:l:ty is built into the program to serve
students who are either highly creative or highly motivated about a

subject.

The aim of each unit in the LEAP classes is to extract the most
1nterest1ng posslble mean1ng from the subject, while syntheS121ng the
real world content with the educatlonal needs of the students. The
development of "skills" emerges naturally but is subordrnate to main-
ta1n1ng the interest in the subject. The connections between school and
life merge. Football games become more 1nterest1ng if you know How to
add and keep score. Trains are not Just something to wait for at the

intersection in Gallup, they have a w1ld h1story to teil and read about.

Consciousness about the real world is raised. The real world becomes
more real. F1nd1ng these connections between school and life helps
reveal connections in the ent1re curriculum. Readlng, wr1t1ng, math,
science; and the fine arts are 1inked in their common aim of prOV1d1ng a
means of learning more about a subject. The whole becomes greater than

the sum of its educational parts.

The creation of the units in LEAP begins with an idea that "grew
and grew until the ce111ng hung with vines and the wails became the
wo*ld all around." As a third grade' obsérved at the oeglnnrng of a
unit, "the room is really empty now, hut it will be filled up with neat
th1ngs after a while." Wlthln each unit, the twists and turns and

surprises will emerge to giveé the unit its unique development.
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Finding the Subjeéct. There's no magic formula for finding a suitable
sukject. Initially, we reject no ideas. One single thought may spark
the idea we are looking for. Bookstores are ideal places to get
1nsp1red. One ch11dren%s book can be the st1mulus for a whole unlt. A

beaut1fully 111ustrated book about lost carousel horses trlggered our
horse unit.

Students can be heipful and amusing resources:. One first grader
thought we should do a unit on God. Another thought eagles were a good
topic. We even abandoned our p«ans for a unit on clocks, because a
group of third graders insisted it wouald 1ust be too borlng. Instead a
monkeys and apes unit got the students' oveiwhelming support.

We don't dismiss the packagez naterxals. The idea for ou- unit or

bears was 1nsp1red by a prepareu Peao-’-Long Series and an activ. ty
booklet on a story about a cinnarcn Dbear.

Traditional holldays tan also stlmulate thlnk-ng.iThe month of

March led to talk of possxbrlltles for a unit on eives and leprechauns,
to thc theme of enchantment, and eventually to our unit on fairy tales.

Narrowing the Subject: ©Once we've narrowed down the subject; we read,
not Just children's books, but adult books on the subJect as well. Even
though we may not be able to use all the 1nformatlon, we can speak on
the top1c with more author1ty (espec1ally when another adult walks into

the room). The read1ng may unconsciously trigger some ideas, and even
more importantly we get to read and use something that is a real part of
this world and not Just another "how to teach" book. TV and movies can
also be a source of 1nsp1ratlon and information. And when wé have
invested some time and energy in a subject, our enthusiasm for 1mpart1ng

>ur knowledge to our students increases immeasurably.

Blend1ng of Fantasy and Reallty. As we are develonlng the poSS1b111t1es
tor units, we consider the fantasy and the reality aspects. Every
subject has its corresponding fictional component. Horses, rabbits,

trains; bears; and spac: are not complete without considering the Black
Stalllon, Bugs Bunny, The Little Englne That Could, Winnie the Pooh, and
Star Wars respectlvely. A good example of this kind of blend- ng
occurred dur1ng our unit on horses. The horses on the Merry-Go-Ro‘nd

were a thoroughbred, a unicorn, Bucephalus, a quarter horse, the Sacred
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Dog, a Clydesdale, an Appaloosa; and the Black Stallion. Although
mixing the fantasy into the unit may seem superfluous at times; it can
be the motlvatlng factor and the stimulus for expandlng chlldren s
imagination. As Einstein wrote in a letter to a friend, "When I examine

myself and my methods of thought, I come to the conclusion that the glft
of fantasy has meant more to me than my talent for absorbing knowledgeu

Getting Startsd. With our subject in mind, we leaf through idea books;
magazines, journals; or any other material with teachlng 1deas. Some
ideas Just leap out as ideal for the subject: For 1nstance, the idea of
a wanted poster found in a general writing idea book was perfect for our
train unit where we had the students make wanted posters for the
infamous train robbers.

We don't make plans and design activities for the whole unit all at
once. With our unit on football, we knew we wanted to cover the teams,
the 9051tlons, basic term1nology, referee 51gnals, plays, scorekeep:ng,
and the Superbowl. The idea for the v1deotaped football trivia bowl did
not emerge until after we had started the unit and found the students
serlously deficient in some very basic facts. Sometimes we don't know
what we need to teach until we've started teaching itl

Language Development. Language development ideas can be adap ed from
ail of the commercial language programs ang kits. Yet it is the
emerging meaning in each subject which provides the best language
d~velopment ideas. The follow1ng examples from the boat unit are

typical of the 90551b111t1es for language development activities
submerged in every unit:

a) Chlldren shared their homemade boats with the class.
They described how they were made, what they were made from,
and any other pertinent information and vocabulary.

b) The boat show at the end of the unit provided a natural
sett1ng to discuss the seaworthiness of the various homemade
boats.

c) The history of boats and ships was ideal for showing
sequentlal development Were oars 1nvented before sails?
Were sails invented before or after the steamshlp?

- &3
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d) Genuine questions emerged in contex:. Can there really
be sw1mm1ng pools on a sh1p? Why didn't everyone get on the
lifeboats when the Titanic sank?

attentiveness; and extended thinking. We gave a short clue
and students guessed the answer; For ekambleé Unsinkable -
Tltanlc, Plng - Wlse—eyed boat, Old Ironsides - Constltutlon,
I'earl Harbor = USS Arizona. Once the students have gained
.ome knowledge about the subject, they can be the "teacher"
giving the clues.

fj True and false statements re1nforced llstenlng compre—
hension and senténce structure. For example° The V1k1ngs
sailed in clipper ships. (True or False). 01d Ironsides is

another ri~.iec f.- the USS Constitution. (True or False]j.
Again skudents can pe the "teachers.”

g) Children's literature that features boats was acted out.
Sendak's Where the Wild Things Are was appropriate. After

all, "an ocean tumbled by with a private boat for Max..."

An important part of all units iS§ to have students ask as many
diestions as possible about the new topic. We try to ericourage "I
wonder if..., I wonder how..., and I wonder when..." questions.

There s sxmply no end to the language development pOSSlbllltleS
when the subject matteér is worth talkinug about. During our unit on
monkeys and apes, the language of Koko-—the gorilla who had learned 500
words in sign language--clearly showed how context and imagination are
h1ghly meanlngful and motlvatlng factors in language growth. (More
examples of language development types of activities are given at the
end of this chapter.)

Natlve Languagg. Since the majorlty of our students are Navajo, we try
to reinforce the Navago connection with the unit of study. Some units
are better suited for 1ncorporat1ng the Navajo language, while 6thérs

Other units are not at all suited for using the Navajo language or
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culture. Our unit on 1nsects worked well for rernforc1ng the Navajo
language. Children involved their parents and grandparents in finding
out the equivalent Navajo insect word., We played games using Navajo
insect words and labeled the bug collection with the equ1valent Navajo
word. The space unit was better suited to discussing Navajo and other
Indian legends relat1ng to the origin of the universs. For the most
part, the monkey and ape unit had few moments for deveioplng interest in
the Navajo connection. We did learn that "hash kaan" is the Navajo word
for banana.

Use of riterature. Flndlng approprlate literature on a sﬁbjeot
generates a great deal of enthusiasm and stimulates more ideas and
act:vxtles to enhance a story or un1t. A good 11brary is essential

By lett1ng the librarian and other teachers know ahead of time about our
forthcomlng unlts, we usually have more than enough books relat1ng to
the subject when we begin a unit. And of course, the students and their
parents will bless us with more books and related information as the
unit pxogressts. Also, a few industrious third graders have faithfulily

ohncked their basal reacers to find relevant stories.

Our favorite reliable resource has been the Cricket magazine for
chlrn,en. Our horse and train unit wouldnH:have been the same or as
interesting without the ragazine; Although the read1ng level is more
suited to 1ntermedlate grades, the stories and information can be
adapted and shared with the children:

Another reliable favorite has been the Shel Sllversteln poems from
Where the Sidewalk Ends and A Light in the Attic. The poems can bring a
freshness to the subject, and often can be used for pattern writing.
Recently, we adapted the poem about the problems of writing on the neck
of a running g1raffe (. 107 in Where the Sidewalk Ends) to discuss

wr1t1ng on the tail of a swinging monkey.

Writing. Every writing style or wr1t1ng idea is a possibility. We try
to choose from the muititude of ideas by 1ett1ng the 1nherent mear 1g in
the subject matter lead the way. For instance, poetry seemed just r1ght
for trains, especla.ly after a student pleasantiy snrprised us in a
poem, saylng that "cactus would tickle the train:" Dlscuss'ng the

origin of the Casey Jones poem and song was a perfect teachinc moment
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for showing that someone wrote because he just felt like it. No teacher
had to say to that writer, "Today we ar< going to write a poem about
Casey Jones and the big train crash."

A kind of wr1t1ng pattern emerged within the fa1ry tale unit.
Students tried to parallel the elements in the traditional fa1ry tale by
writing stories where things come in threes, where someone is all good
and someone is all bad, where there is a magical agent, and where there
is a change in time and setting.

We tend to rely on specific, short writing ideas by letting the
ﬁeaniné and oEtén tﬁé ﬁuﬁor in the suﬁﬁect deternine the activity;

from the grass"xoppers po1nt of v1ew° conversed between a koala and a
polar bear; wrote and responded to letters from the Superheroes;
determined the cause of Darth Vader's breathing problem by making and
labeling X-rays (black construction ﬁabér and éﬁalkjé wrote (not rode)
on the top of the Merry-go-Round° made t1ny elf Journals for the "Elves
and the Shoemaker" fairy tale; and wrote about brooms, aprons, cha1ns,
and other thlngo in the room, and then labellng and expla1n1ng which
fairy tale character had originally owned them. For instance,

"Cinderella used cwris broom to sweep her mean stepsisters' room."

Journal writing works better for Somie units than others. For
example; journals seemed more approprlate and practlcal for the unit on

the human body than the unit on boats:. Since students naturally had

many dqaestions and comments about their blood, diseases; accidents; and
brothers! and sisters' aCC1dents, the Journals prov1ded a needed outlet.

Wi h the un1t on cartoons, however, the journals would have seemed more
forced. Our time is limited, and the need and value for journal wr1t1ng

must be weighed against the time spent on them.

We encourage students to wrlte beceuse they want to wrlte in
corninection with the toplc. By shar1ng our own story wr1t1ng, and
discussing poss1ble story ideas with the children, we serve as models

and motivators for writing. As the children see our involvement in

writing, we hope that we can be an inspiration for them to write. Given
the limitation of time and the specific focus of study, the LEAP classes



are not the time to teach the writing process. The LEAP classes provide

an opportunity to allow students to pract1ce wr1t1ng in a context.

Science. Within each un1t, opportunitres emerge for promoting
scientific llteracy, ooserv1ng (1dent1fy1ng and not1ng s1m11arities and
differences); classifying (categorlzlng, grouping, and putting th1ngs in
order), meaeurrng (counting, weighing, estimatlng, and quantifying), and
predicting (guessilg possxbie outcomes inferred from previous events)
which are incorporated whenever it is appropriate and meaningful to the
context.

Social S"udies: Geography; history, and social concerns emerged
whenever practical and appropriate. The football unit provided
opportunities to examine the geography of the Unitnd States in
connection with baloved football teams. Our bear uanit started 1n
Austraiia (koala), moved to China (panda), advanced to the Arctic
(polar), went on down to Alaska (kodiak), and found several habitats in
the Un1ted States (grizzly, brown, and black bears). The boat unit
showed the history of invention, and the socxal history of bears was
examIned in a discussion of bear-balting. Animil ecology was naturally
integrated into many units.

éentéstg. It is hard to 1mag1ne doing a unit without some kind of
contest. Generally some kind of entry fee in the form of writing is
expected, but not always. Recently the students have started suggestrng
contest ideas. They were gquite pleased with their idea for the "G01ng
Bananas" contest for the monkey and ape unit, where the object was to
transform a paper cut-out of a banana into something interesting. TFor
the most part, the teachers have designed the contests; but we have been
pleased with the growing initiative the students are taking in the

units. Here are a few examples of our contests:

The Great Grasshopper Race was held as a culmination to a
unit on insects. Students could enter their live grasshoppers
in the racz only if they paid an entry fee which involved
writing about their grasshoppers. They could write about

where their grasshoppers came from, how long they had been
in trair.: 1g, what their fastest time was, and what kind cf

tennis shoes they wore. Students were expected to give their

grasshoppers a name and a number before entering the race.



In connection with the fairy tale unit, specifically
"Rumpe 1stiltskin,"” we gave the students three chances to guess
the name of the fairy tale character we had secretly selected
for that week's contest. Of course; we held this contest
three times with three different characters.

The Mystery Sports Person contest was an on-going part of
the sports unit. A photograph of a famous sports frgure was
covered with construction paper. One small section of the
paper was removed from the photograph each day. Students were
allowed to ask a limited number of Qquestions about the famous
person each day. Many students went home eacxz day and asked
parents or older brotl'iers and sisters for advice and possibie
questmns. At the erd of the week, students would be given a
chance to secretly vote on their cho1ce.

During our bear unit, the children could get a chance to
guess the number of Gumml cinnamon bears in a Jar after they
had completed an asslgnment or actxv;ty. The winner got to
take home the whole jar of yummy candy bears.

Evaluation or Celebration. Evaluating the children's performance can
vary from unit tc unit. We generally try to look at both thelr written
and oral partlclpatlon. For somiz units we ask them to write what they
have learned about the subject. We evaluate their wr1t1ng on the degree
of interest they showed, the knowledge they gained, and their degree of
ownership of or personal interpretation of what we have studied. We're
looking for statements like, ™"When we learned about the Titanic I
thought is was really scary, and 1t ‘was really dumb not to have enough

not; and I don't see how a train can get to the Rock Istand™; or "I know
all the referee signals like an incomplete pass, touchdown, time out,
holdlng...and I hope I can be a football pPlayer for the Dolphins. I want

to be the quarterback like Joe Montana."

We've also used tests—matching, muitiple choice, true and faise,
and £ill in the blank
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In addition to evaluating the units; we also like to celebrate the
endlng of the units. We ve had a boat show,; a train station v1s1t,
V1deotap9d football tr1v1a bowl, a horseshoe throwing contest, movies,
gras ;hopper race, and a "chocolate covered banana eating day" to name

o

o

few.

Home Links. We want parents to share in the1r child's development and
not just in their schoollng. We would like to he1p parents recognize
that educatlon is more than knOW1ng that the1r ch11d is readlng at grade
tests. Although we encourage chrldren to discuss subjects at home, and
often direct them to ask speciflc questlons (eg.. How Many bones in the
body? How many statrs are there? Who will win the Superbowl?), the
ultimate aim is to motivate the children to want to thare knowledge and
curlosrty about a subject at home because of the interest generated in
echool.

From each subject area emerges a partlcular kind of parent
1nvolvement. We try to minimize possible patronlzlng by parents through

havinc a specific re,son for their participation. Dur1ng our horse unit

some parents contrlbuted original drawings of horses. The fairy tale
unit brought in several parent readers. We even heard "The Three Little
Pigs" in Navajo! Our train unit took on new dimensions because four or

five parents were involved in sharlng ideas for the unit before it
began. The monkey and ape unit was an approprlate opportunlty for a
mother to show animal slides from her recent trip to Africa.

General Implications

As teachers take charge of creat1veLy shaplng the dlrectlon or
their curriculum through meanlng based un1ts, their teach1ng becomes

more like the composing process in writing. Just as the emerging

mean1ng in the wr1t1ng leads Lne way for the writer, the emerging

meaning in the subject matter leads the way for the teacher. Teaching;
like writing, is d1scover1rﬁ And like the writer who knows that

surprises will emerge, teachers can come to school 1ook1ng for surprises
as well,

Flnding your own volce in teach1ng or wrltlng requires a supportive

env ironment to explore ideas. A supportlve environment for teachers
leads to a supportive environment for learnlng. In the end1ng to Where
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the Wild Things Are, Maurice Sendak undevstans: . 2 rced for a safe
environment in which thought and imagination may flouxi:.::

+s:but Max stepped into his private boat a < waved
good-bye and sailed back over a year and in ard out
of weeks and through a day and into the night of his
very own room where he found his suppér waiting for
him and ir was still hot,
The following are samples of pages from the bear, bug, and horse
unit books. i‘ixey areé not Séquenced in any order except tha. a variety

of ideas was selected.
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BRANDS CAN BE USED IN A VARIETY OF
% WAYS,
THE CHILDREN CAN USE STANDARD BRANDS
— OR MAKE UP THEIR OWN AND ADD THEM TO A
‘ HORSE FICTURE.
STUDENTS CAN ORALLY GIVE DIRECTIONS
FOR MAKING A BRAND WHILE OTHERS TRY TO
- MAKE 1T WHILE FOLLOWING THE ORAL
> DIRECTIONS ONLY.
- STUDENTS CAN DISCUSS THE USE AND

J J IMPORTANCE OF BRANDS.




O

ERIC

Aruitoxt provided by Eic:

Tongue Twisters {(Students can try to say these, make up some of
their own or illustrate them.)

Black Beauty bit a butterfly,

The heavy huge horse hauled hay.

A Stallion stood still iu the sinking sand.

A Shetland shot the sheriff in a showdown:

How many Shetlands can you shear if you can shear a Shetland?
A mare married a mean mule,

A Pinto was.painted with a pint of paint,

The Bronco broke the barn gate.

The cold colt caught a coca-cola._ .

The golden gelding galloped to Gallup.

The thoroughbred trotted to the track. . ]

The spotted stud stole the show in South Saginaw.

Similarities and Differences (Students can determine i:ow the
following pairs are alike and different)

bicycle <~  horse

mule - horse

mouse - horse

jockey - pilot

saddle - chair

trading post_ _-~ supermarket

hnrse - car

.elt - puppy R I
thoroughbred - Quarterhorse / \
Kentuecky Derby - Field Day

elephant -  horse

unicorn - aunicycle

train - horse —h N/ y L 1 ——— —
human -~  horse - r=- X
dog - liorse

Denver Broncos -
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Forses Make Geod Massets 2

N\ DENVER
At

B IRMINGH AM

STALLIGN

Whish [erse coonld]
JoU Wau? for @

Meseasy
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You et SAY

THE FOLLOWING IDIOMS AND PHRASES CAN BE DISCUSSER; INTERPRETED; OR
ILLUSTRATED:; [T CAN BE AMUSING TO COMPARE THE INTENDED MEANING
TO THE LITERAL MEANING,

AS STRONG AS A HORSE.

DON'T LOOK A GIFT HORSE IN THE MOUTH.
HOLD YOUR HORSES:

STRAIGHT FROM THE HORSE'S MOUTH.
To BE ON ONE'S HIGH HORSE,

T PUT THE CART BEFORE THE HORSE.
HorsE POWER.

DARK HORSE.
IRON HORSE.

(YOU MIGHT WANT TO CONSULT BREWER'S DICTIONARY OF PHRASE AND FABLE)

- o - L )

ERIC

Aruitoxt provided by Eic:



Entre Feg  Write about your howseshes.
yhere did it _come. fhon? “Was it frow o
famous ho' 32 Was it o race henge? Dig
H’ lQS&ﬁSﬁ_es l.f;b Tthe ‘;‘Geé 3 NG,S |f ?p@‘n’ a
Rodeo? Wasit an \maginary horge?

Before students can enter the horseshoe throwing contest they
must “pay" the Entry Fee of the writing assic ent dcacribed
above .

Prizes for our contest varied from a piece of gum to art work
donated by the high school sgtudents:

We found that old magic markers attached to cardboard worked
well for the horseshoc gtakes. We tried to foliow the rules
of the real horseshoe game as much as we Could remember.
Perhaps a student could have done some research on the game
for us.

had b - - —-
— - - n' - - - —
- - - — - - —
—= . S el T ~ -
- - . ¢ o B <
- --
T
b TE -~ - ko T - - -
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STUDENTS LOVE MAKING GAMES. STUDENTS oF ALt
LEVELS CAN ADAPT A SIMPLE RACETRACK TO FIT THEIR
PURPOSES, OLDER STUDENTS CAN MAKE TRIVIA GAMES
WHILE THE YOUNGER ONES CAN MAKE COLOR CODFD GAMFS,
SOME MAY LIKE TO MAKE THEIR OWN DICE OR SPINi:iG
CARD., THERE ARE SO MANY POSSIBILITIES. RULES
AND REGULATIONS CAN BE WRITTEN DOWN AND IF SOME
SEEM ESPECIALLY INSPIRED, THEY MAY WANT TO WRITE
TO A GAME COMPANY FOR A POSSIBLE MARKET,

ERIC

Aruitoxt provided by Eic:



Give ' tudents a .page with only a Hhorseshos on it. Ask
students to use their imagiration and change the horseshose
into something else. Accept all responses and delight in tre
original., Students can write about . the . transférma~1on
beginning with "Once I was a horseshoe but riow ‘moa

" They may want to explain why beinsm
a hor::eshoe was no fun and how things were bettc. ¢- worre as
the transformed horseshoe.

D I Dumws €C L gg €€

Once T was o ) Once I was o horseskoe
horse$h0e bu‘f' now I'm but now I'wm parf of




Imagination exercises (Students chink of appropiate horses to
complete the following)

wild as a S

strong as a

fast as a

gentle as a

hungry as a

old as a -

famous as a R

mean as a

faithful as

spooky as a

frisky as a

{or try this the othe¢r way around)
— as a Thoroughbred
- - - as a2 Quarterhor :¢
as a Mustang
as a caroiisel horse
as a Morgan herse
as a Palomino
— as a Clydesdale
as a coit

as the Black Stallion

ERIC

Aruitoxt provided by Eic:



I am a mosquito. I have two wings
to fly with. I have a iittié skinny body.
I will fly under thé tree if you try to catch
me and put me in a jar.
Your friend,
Mosquito

I am a black widow spider:
Please don't pick me up or I'll
pois ~ you. I wish I were a lady-
bug with red, white, and blue spots.

**;vé\‘;\;; % ' ~ ~ I hope you don't kill me.
o ' You: friend,

Spider

I am a buttérfly. I have
beautiful yellow and Biéék wings:

I don't want to piay with you.

Don't bother me.

Your friend,
Butterfly

I am a tiny ladybug. I am
so poor. Please buy me a tiny
dress. 1 like to wear red clothes.
Your friend,
Ladybug
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1.
2.

1.
2.
1.
2.
1.
2.

W .

(Students try to combine the two sentences
into one more complex sentence. For very
yourig students it may work best to do it
visually,; then orally and eventually in
writing

Sentence combining

The bug is fat.
The bug is Spotted.

(possible answers).

The fat.bug is spotted:
The spotted bug is fat.

The

The srasshopper sat on my arm.
The

grasshopper 1s green.

ladybug is tiny:
ladybug can fly.

The
The
The

he butterfly is pretty.
The

butterfly is yellow and black.

i§ hairy.
can bite.

tarantila
tarantla

The
The
- can make noise.
is black.
is Iittle.

cricket
cricket
cricket

-8

The

The
The
The
The
The

ant
ant
ant
fly
fiy

is red.
can bite.

iives in the ground.

carries germs.
is black:

The germs are dangerous.

spider can bite.. ,
spider is a black widow.
bite is poisonous.

The
The
The
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Ants lose home in 2o
Mosquita Bires S3roVierm
Own LAy Gaes On Trias fon Swhnawing A FIY
M l ANT HIH erupls alter 2 days rumbling
Rap causes  [JDET1Ymistaken to be
"CANGER" HQH i
oV gy TICK seasan
7~/ 24p, slarls today
lq{f "o the 7

] .7
RAON | A, U

MY NEYS Pen 1 Rl g,

ettt ne OF Tronmie VU ALY
e tappied 45 Vel
WILD CATS allergic to Hornel} s.hng 'b[&
HONEY bee On ciriKe.”

(Students can use these headlines or make up some of their
own. They could try to write an article for a newspaper,
draw a “photo” to go with the headline, insert a headline
on a buggy news page,-or have children, especially reluctant
or ear.y writers simply fill in the headline section and
pretend to write something about the headline:. .Studenis
could aiso have fun determining which Headline is the most
"important giving it the banrer headline. Students may also
like making up a headline for an already written article.

o The following page illustrates examples of. headlines )
on_a Buggy News Page: I see no end o the possibilitiés here.
Some students may actuxl.y want to "publish” and sell their
buggy newspaper.
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IDEAS AND OTHER WRITINGS

by éigmund Boloz and Debbie Hickman

The Computer

I like being a comput.: because peopie like askIng me

guestions. I answer the guestions that they ask. I

like answering the questions; atl kinds of questlons.

I like writing storie: too; even animal stories. I

like people to write .tories on me. Also, I like

rhymes and riddiles.

But one aay somethlnq happened to me. One of the

children in Mrs. S - ndo's tlass preSSed the on and off
button in the dlSC Jrlve. Miss VanGuhdy<hadrto send
me to Phoenix to ke fixed. It was a long ride.

I am happy to be bdbk in the l1brary now, children
love to play on me. They l1ke to play games on me.
When ¥iss VanGundy has to send the children back to
their classrooms, I feel sorry for theém. Théy feel
sorry for me too, because - feel alorne when they go.

by ﬁayoia; éécond Grade

Int~gration is as important a word in second and third grade as it
is in kindergarten and first grade. In fact, many of the comments made
in the previous chapters apply to the upper primary-aged students as
well.

As children move up the ladder of education, content teaching
encompasses more of tre educator's instruction. Instead of looking for
what to add to the curriculum or for what to throw out, we should
del1ght in the fact that we have such a rich currlculum with which to
work. However, because of fragmentatlon, the delight of many has
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tunti:a to anguish. ‘fhis chapter focuses on using writing to integrate
content and on establlshlng a writing env1r0nment in the classroom.
nxamp]es of second and third grade work will be given:

writing pro:ect. First, the teacher must estahlish an environment where
the students feel secure: Activities which build a student's confidence

and self-ésteem must be plannel.

This can be achieved through making no demands that studeénts
construct absolutely c¢ri=et pieces each time they write: Instead, the
teacher needr “n be £!exible and accepting of each student's efforts;
since these r:8 are elnues about or reflections of the student's
develoymentai si.age.

If there is an atmosphere of distrust, criticism; or fear of
failure within the classroom, the chlldren will not express themselvas
freely, nor will they write anythlng that may brlng negat1Ve attentlon
to them. The teacher's formal message to the students may be, "I wish
you would use your imagination and be creative:" However, the informal
message to the student may be "Reep It neat; :lean,; correct; and finisn

it." These two worlds can seldom coexist and, in fact, often collide.

If children are insecure, kegin with lzvge group-teacher
participant activities. Share the responsibility for the writing
process with the cf‘id This type of collect:ve wrn*xﬂg effort develops
into a personal cna a8 students' contiol cver language increases, and as
they experience growth in secur1ty and self-confidence.

It is 1mportant that children have a great number of writing
eXperierices during theé school year., Prank (1979) recommends a mlnlmum

of 30 different writing activitir~. ~- “‘ng to express oneself is more
than merely vriting a story. - - - making lists, filling out
applications, writing letters, w:. i i"-.e3, copying riddles or jokes,

makiilg poems, etc. It is anythlua tuat involves writing words to
express thoncht patterns,

A teacher of writing need not enjoy writing, altho: ~% this is the
ideal, However, the teacher must have had experience with the
frustrations and power of wrltlng. The more skillful the teacher, the
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better he or she can guide the student to and through satisfying writing

experiences.

Some basic advicé in starting and maintaining a writing program
follows:

1. erte every day. Teachers and children should writas
da11y for a number of audiences and for a number Hf purposes;
Students should see teachers write,

2. Devote attent1on to helplng students ga1n fiuency and not
to their errors and probiems. Relnforce quallty one step at a
time, by work1ng on a few errors at a time.

3.7 Aiiow students to develop control over the selection of

4. Nurture Success. Create wr1t1ng asslgnments whxch are
attainabie and aitow for a wide var1ety of succeéss for each
child.

5. Encourage peer editing. Don't get lost in trying to read
everything the students write. Instead, teach students to act

as resources for one another.

6. Build a classroom environment rich in literature and
poetry and in the performlng and visual arts .

7. Help students see that revxsxon is not a sign of failure
but of respect for and appreciation of their language.

8. Spend time on develop1ng word—power and encour age
shar1ng.

9; Aliow students to exper1ment with many wr1t1ng tools:

colored pencils; chalk; pens, crayons, magic markers, etc.,
and make these available to the students:

10. Remember that wr1t1ng is more than handIng out the paper.
Make sure that ass1gnments are 1nterest1ng and worthwhile.

As the teacher, try your own assignments along with the
students.
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Children need opportunltles to express themselves, to be heard, and
to share their feelings with others. They will find that their writing
is meanlngfui and 1mportant if it pertains to somethlng they are
interested in or to something that they see value in doing.

As Ms. Lochansky, a Transitional 3 teacher, statad:

Various forms of wrltlng have become a very large part
of our language arts program in recent years. We have
tried Lo teach our students that there are many forms
of writing, and many different reasons for learning to
write efféectively.

Many teachers often lose track of the fact that much
reading is done for sheer enjoyment. One of our goails )

this year was to get kids interested and motivated enough

to want to read on their own. By wr1t1ng a review of a

book he has read, one student encourages others to read.

The foilowing is an examplei

The Bremen-Town Musicians
by Ruth Below

Once upon a time there was a donkey who was getting old
and his master didn’t wont him any more. ©On his way to
Bremen-town hé met a dog, a cat, and a rooster: When
they were going to sleep the rooster looked around and
Sgw g bright sight so they went to the house. The donkey
looked in the window, The donkey scareéd thé robbers away
and they stayad forever.

--by Francine
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Ms. Lochansky found ways to publ;cxze her second and third graders'
book reviews. Using the morning announcements as a format, several of

her students made oral presentations of the reviews. Many did not use
scrlpts. The class also v1deotaped book talks for the iibrary. These
were saved and shown to others as an 1ﬂtroduct10n to a new llbrary
lesson.

Her class also closely aligned itself with students in the lower
prlmary grades. Her students were regularly scheduled to work as peer
tutors within the klndergarten and first grade classrooms and to read to
the younger students. At the same time, adults and older students came
to read to her class.

Trylng to make the link between real experlences and llteracy,
Ms. Lochansky"s class adopted a local picnic area called Cottonwood
Park. She explalns:

After we cleaned it (the park) up each time, we engaged

in various activities that had somethIng to do with

nature. The kids thoroughly enjoyed the act1v1t1es we

d;d. It provxded the motivation by stlmulating our
wr1t1ng ass*gnments. Descrlbing what you have done or
explaining something in writing is very important.

The following are examples of some of the class projects as
explained in the students' writings.

90



BEAUTIFICATION
Sometimes when we go to the park we pick up all kirds of trash, We pick it up with
the sixth graders. We take bags with us so we can put our trash in it. We pick it
up because we want ‘t to be beautiful. I sure do like it there and it is fun to keep
the park clean. We usually fill at least 10 bags. 1 think drunks and stupid people
throw It there. We pick up cans, paper, diapers, clothes, kleemex, and scraps. It
never stays clean, :

--by Neda

--by Tracy
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ROCK CRITTERS

TR P
AT e~ e

We went to Ms. DUNCON’S ™\ --by Alton

cldssroom to do With her -
students to the Park, We

got some rocks to make some rock
critters with, The rocks were
shaped 1like circles, triangles,
and squdres. They were smooth
and flat. When we got back to
the class we got ready to go
home. Then the next doy in

the afternoon we made our rock
critters. We glued the rocks
togethier to make animals. We
put some designs on our
critters. We used feathers,
pipe cleaners, construction
paper, and eves that move.

They looked great. We put

some of them in the board - ,
room for everyone to see. --by Francine 1(31
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MEASURE RAINFALL
We put jars in Cottonwood Park to see how much it rained. Then we went to Cottonwood
Park to get the jars back. We only found one jar by the trees on high ground. We put
the other jar by the wash on low ground. We couldn’t find the one by the wash. We went
back to Ms: Duncan’s class to give her the jar we found. The jar was on its side so
ﬂjéré wasn’t much water in it. We had left the lids open so the rdin cotuld go in the
jar.
. ~ --by Melody




BLINDFOLD
We w-nt to Ms. Duncan's class and they decided to biindfold everyone
in our class. They let us around at the Park. We had fun and took
turns. Even Ms. Duncan and Ms. Lochansky had turns. fThey had us

feel the ground and the trees and the leaves. It was dark and scary
with the blindfold on. We had to listen to the air and feel the
things around us. It was a lesson in trusting and sensitivity of

the things around us:

--by Aurelia

TREE COOKIES

We went to Cottonwood Park. We took some saws to Cottonwood Park. We
made some tree cookies. This is how we made it. o
We sawed the end of the tree off. But not the whole thing. Just the

part that looks like a cookie. It was fun. Then it was bus times
Then we hurried to our classroom. Dur teacher gave us homework. We
went to our bus, then went home.

--by Cassandra
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We each picked our own tree. One day we took paper and pencil to the park. We
sat down on the ground by our tree and drew it on paper. We colored the bark by
rubbing dirt on the paper. We colored the top of the tree by rubbing grass on it.
We made it bumpy by rubbing the paper against the bark of the tree,

==by William

- '/\@"5"
LoR
S
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FEED THE BIRDS
One time we gave some food to the birds. It was Cherio rings. All we aid was put
Cherios on some yarn: We made them in the winter because they have nothing to eat.
Then we went back to the park and hung them up on the tree branches. The next time
we went they were gone. [ bet the birds really liked them., That is maybe why when-
every we go they sing to us.

——b’yi Neda




When 1 beglnnlng to wrlte, some students may take several weeks to

show any type of improvement. DonH:panlc. Wrxtlng xs hard work and,
therefore, beginning activities that will help motivate expression
should be "low risk." However, make Sure that children become actlve
part1c1pants in thexr own education. They need to practlce new skills

in meanlngful 51tuatlons.

Since students are experts on the subaect of themselves, let
chi1dren write about what's important to them. Young children have
.great imaginations, and letting children write will urilock tkeir mluds.

Navajos and their herxtage. After v151t1ng local landmarks and hearxng
communlty speakers, the class completed a volume of information which
thé school published. The folilowing are examples.

My mom iiekes rugs and rings. My mom dlso fixes tﬁe
house at home. She knows how to do alot of things.
My mother makes lot of pretty rugs to sell at the
store,

-Lolita
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Navajo Woman'’s Hair Knot

Some of the Navajo women wear their hair in a knot.
It is good for woman to wear their hair in @ knot
so you don't do crazy.

~Velmd
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The Navajo people live in hogans. The Navajos build
their hogans from long pine logs: The hogan hds a
dirt roof. The smoke comes out of the roof. The door
opens to the east., so the first sun light can shine
in.

-Wendall




I danced the Round Dance. It was fun and felt really good.
I like being a Navajo.

=Véronied




There are many other technlques which can be used quickly and
effectively in the prlmary'grades to encourage reluctant students to
start writing. These are safe in that they require little risk of
fallure. For example, a dlamante IS a poem that is shaped as a diamond.
This seven<=line poem works well with palrs of words that are opposites

or with words that appear to be very different.
Ask the stuéent to choose a palr of words that are oppos1tes. ﬁave

line 7. On line 2, have the Chlld write two words that describe the
wo. 1 on line 1, At the same tlme, have the child write two words on

iine 6 that describe the word on line 7.

On line 3, the student should enter three participles ("ing" words)
that tell about line 1, and he should do the same on 11ne 5 as It teiis
about itine 7. The last line is a transitional phrase which w111 link
the two opposites. So on lIine 4, have the student write a phrase that

makes a general statement about the opposites. Here are two that were

done for sScience units:

SNOWING SLEETING SHIVERING

THE SEASONS CHENGE

BLOWING STEAMING SWEATING
HOT DRY
SUMMER

= by Mark

__SNARE

SKINNY LONG

EATING KILLING ATTACKING

MAMMALS AND REPTILES LOOK DIFFERENT

RUNNING WALKING TROTTING

WARM—BEQQQED BIG
HORSE

= by Stacey
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Acrostics also offer many writing opportunitiés in the content
areas. While stuaying réptiléé in science class, students were asked to
select a word from the unit. One student selected the word "lizard."

The teacher instructed the student to write the word "lizard”
vertically down the page. She then instructed the student to write
words which were related to the unit, next to each letter. The only
constraint was that each line was to begin with the appropriate letter:

Living

Animal
Rapid
Darts

Instead of using the first letter of each word, the teacher could
have had the student use the word lizard as the last letter or the
middle letter of the structure:

smakl
1Izard
siZes
animAls
daRy
colD-blooded
Another variation would be to have the students write short phrases

Lizards are cold-blooded animals.
Indians do not kill lizards. ,

Zoos have a special place for them,
African chameleons change color.

Red lizards can pe found in Arizona.
Dragons called Komodo are huge lizards.

Although these structures may seem Simple, they force the child to

iﬁyentqry whéé,hé EﬁbWé éb&ﬁﬁ the subject: They also provide an
informal evaluation for the teacher.
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Another technlque which works well with second and th1rd graders is
writing riddles. The student writes sentences that descr1be a subject.
The sentences oontaxn many details about what the subject does and eats,
and where the subject 11ves, etc. The reader must then decide from the
clues what the subject is.

I am keen and green. I_live on a lilypad and jump
from 1lilypad to lilypad. When I was born my mom
and dad left me. Oh, oh! Here comes a snake. Bye;
bye. What am I?

- by Raymond

Imaglnary poetry is an excellent 4- 11ne structure for making
comparlsons. For instance, the ch11d cuts a p1cture of an object out of
a magazlne, or he selects an obaecr that he likes from his env1ronment
On line 1 he wr1tes the name of the object, on line 2 he writes two
words that the object xs made of, on line 3 he writes two words wh1ch

completed this format as follows:

A WATCH

MADE OF TURQUOISE AND SILVER

FEELS HARD AND STRONG
IS ALWAYS ON TIME

appropriate pronoun in front of each line. The result is often humorous
and it aiso serves as an introduction to a student since we tend to
select objects which we value:. Note the following:

103

112



Lorenzo is A WATCH.

He is MADE OF TURQUOISE AND SILVER.
He FEELS HARD AND STRONG.

He is ALWAYS ON TIME.

The possibilities and techniques are endless. Children can write
tongue twisters, make bumper stickers, do concrete poetry, write fortune
cookies, write want ads, design their own products, write haiku, design
invitations and thank you notes, make up pattern poems such as

fortunately and unfortunately stories, put together a movie script, and
on and on and on.

and insights.

Teaching the writing process begins by motivating the student to

want to "jot something down," but it explodes into nurturing the writer
through the prewriting, drafting, revising, and postwriting processes,
finding "good" in all of the students' expressions, and refining the
Students' writing by teaching them the aspects of technique and
technicality that are not inborn.
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YEACHERS LEARNING

by Debbie Hickman

"I feit 1ike a celebrlty coming out of the woodwork. They were
laughlng. I was laughlng. Even Mr. Boloz was laughlng. The teachers
really liked ny story!"

Students are not the only ones who write: The above comments were
made by Dolores Stando; a secoaxd grade teacher, after reading her
original story at a teachers' meeting. As teachers begln writing, there
is no end to the fallout. Teachér self-esteem is raised. Their
attitudes toward writing and assigning writing change. Their interest

in writing changes. Teachers' inteructions with one another change, and
the school just becomes a more interesting place to be!

Here is the story Dolores delighted the teachers with, which was
later illustrated and presented to the students during our Young
Authors' Day celebration.

THE COMPUTER WIZARD
by Dolores Stando

squishy, grey; splashy mud with a threatenlng sky of clouds
hanging menacingly over the school. 1In this school is a
second grade class of atypical youngsters. Their mouths and

bodies are in constant motion. Mrs. Stando, their teacher,
used to be a mild-mannered; typical teacher. Now she fears

she is on the precxpxce of a psychoioglcal evaluatlon. In

rises steadily until it reaches a thunderous crescendo.

Scott; a creative; gifted; persistent child who is

consumed with science; is constantly asking questions. Every

week Scott performs a scientific experiment for the cilass.

Scott has his own computer at home and is always talking about

his computer friend, TXL.
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ThlS partlcular mornlnq Mrs. Stando was introducing a new

unii: to the class - Magic. No one was paying attention and

in exasperation she shrieked, "You remind me of a bunch of

monkeys with your constant chattering and moving around.”

At these words the light bulb went on in Scott's brain,

and a mischievous look gi:immered in his eyes. He Sald, "Mrs.

Stando; my compixter friend TXIL taught me a spec1a1 magical

trick. Please. may I show it to the clasc?"

Mrs. Stando grasped at the proposal with re11ef. Perhaps

now she could have some peace and a quiet classroom for a
little while:

Scott stood m front of the class, spread hlS arms, .

closed hls ayes, and in a commandlng voice said, "S5211zs - by

the power invested in me by TXL, I change you into monkeys."

Horrlfled, Mrs.. Stando saw her students' skln changlng
mto fur, their hands and feet becoming elongated appendages
and their faces turning into monkey faces.

] 'l‘hen turning to Mrs. Stando, Scott uttered the same magic
combination of numbers and letters and commanded Mrs. Stando
to become a lion. Mrs. Stando found herself down on all
fours. She sprang on the sink and looked into the mirror.
Looking back at her was a huge, tawny-colored lion. The lion
growled and bellowed at Scott. Scott was amazed and stupefied
at what he had done.

princlpal, stepped into the zoo. He had heard si:range noises

as he was passing by. "What is going on here? I knew this

class was off the wall; but I never expected this, Scott,
what has happened?" asked Mr. Boloz:

A flustered and somewhat chagrined Scott explained to

ﬁr. Boloz what he had done. Mr. Boloz shouted, "Change them
back immediatelyl"

Scott thought a moment and then stammered, "I can't
remember the magic code."

Mc. Boloz moaned, "You can't remember? Oh my; how will I

ever explain this to their parents and the schooI board?

Scott; you've got to do something at once: Go home and ask

your computer friend how to change them back into humans.”

It was lunch time. Mr. Boloz didn't want the rest of the

school to see what had happened: Instead lunch was brought to

the class-~a lunch of bananas for the monkeys and roast beef
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for the lion. The mOnkeys were sw1nging from the light
fixtures, hanging by their tails, making faces; chewing on the
books; letting the water run in the sink, emptying out the
desks; throwing the erasers, sitting in the trash cans; and

pulling the posters off the walls: The lion growled

ferociously at the monkeys; but they ignored her.i Instead

they jumped on the lion's back and chattered in her ears.

Scott finally returned to school; clutching the magic
formula in his sweaty hands: He knew if he failed the wrath
of many persons would descend on his head. Entering the
classroom with Mr. Boloz looking worried at his side. Scott

extended his hands and said "By the power invested in me from
TXL; I command you monkeys become children again and you,

lion, to become Mrs. Stando --23684100LTS."

Mr. Boloz watched the metamorphosis as the monkeys
changed back into chlldren and the lion became Mrs, Stando.

Mr. Boloz embraced Scott who was feeling a great sense of
relief. In turn, Mr. Boloz hugged the children -- even Mrs.

Stando.

) The chlldren commented, "Tt was. fun from the beg1nn1ng,

but now we're happy that we're ourselves again.” Mrga. Stando

ygnt around crying and hugging each chlld. The children said,

"From now on you won't have to holler, ﬁé!ll listen to you and

learn, because we don't want to end up like monkeys."

Mrs. Stando realized how much sheé loved and cared for her

class. As for Scott, he has put TXL on hold for awhile and

will leave magic to thée magicians.

Since wrlting this story, Dolores has shared other p0551b1e story

ideas with her colleagues. Although she wonders if she'll ever write

another story again, she at least knows that she can write.

My reaction to my own attempts at story writing caused me to
reflect on the kinds of writing and feedback I was giving the students.
In general, I started to avoid assigning writing topics. Here I was in
the mrdst of aischool wide push to write with children, yet I was shying
away from assigning writing. Eventually, I realized that I didn't care
to read the students' writing. Too many weré simply writing to please
me, to meet the expectations of the writing assignment, to get to stay
in the LEAP class, or even to compete with their peers:. I wanted the
students to write because they felt the desire to shape something
through writing--similar to what I had been doing in my writing.
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Perhaps my teaching situation was not typical. I taught about 130
kindergarten through third graders for 40 minutes a day in the ILianguage
Enrxchment Acceleration Program (LEAP). Still, I think there are
1mplications in my experience for other types of classrooiis. Should we
ask kids to write stories if we cannot respond to them honestly? To what
degree should we prescribe the writing and the topic for writing? As
teachers start growiig as writers, it seems that they in turn will
demand that the schools become places to foster writing. Or will
teachers become frustrated with the pretense of writing and eventually

think of writ} ng instruction as mereily another fad in teaching?

Since that time, I have been able to lek children work In small
'lriting groups and let them write if they choose to writa. Dur1ng our
football unit; only one child wrote a football story. Our train unit
had two train stories, and our monkeys and ape unit had three monkey
stories. But these children were wr1t1ng because they wanted to, not
because I had assigned a particular topic,

Although I feel there is a place for prescribed writing topics to
promote creative and critical thinking, I am placing more emphasis on a
kind of nurtured, optional writing. I try to make story writing occur
naturally in the given context of the unit we are studying. Simply
sharing possxb:lxties for stories and modeling writing has produced sone

motivation for student-initiated writing.

In general, the school fosters a climate for teachers to share
writing: For 2 years now, the play for thé annudal "Christmas
extravaganza" has been written by the teachers, with advice from the
children and other teachers. Diana Jenness (LEAP teacher) and I
collaborated on writing a play loosely adapted from the C.S. Lewis book;
The Lion, the WitchflandgthefWardrobe‘ The following year Steve
Anderson (language teacher) wrote his own version of How the Grinch
Stole Christimas. The plays were well rece:ved by the more than capacity

audience. - However, in addition to presenting an enjoyable program, the

teachers experience a sense of ownership as they cooperate in the
writing and producing of the play.

Writine for professional publications is also emphuasized at the

school. Mr. Boloz, who has published several articles and poems in
professional education journals, has actively encouraged and supported
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teachers in their writing for publication. I have found that when the
outlet of wrlting an article for a professional journal is a

‘SSlblllty, educational moments or 1n31ghts can have extended meanlug.
Recently I was struck by a student's ability to lingulstically ana]yze
the language of Koko,the famous gorllla.who could communicate in 500
about it as an art1cle for a profess1onal Journal. wlthout this
professlonal wr1t1ng outlﬂt, 1 suspect that my surprlse and 1nterest 1n
the children's learning would not have been as thoroughly explored.

Certainly not all teachers want to write about their teaching
experiencas. However, by creating an env1ronment fllled with the
poss1b111t1es for writing, whether it is poetry, chJ.ldren s books, or
profes51onal articles, the chances of teachers engaging in the writing
process should naturally increase;

than slmply encouraging teachers to write. Teachers are given
opportunities to participate in the developmont of the currlculum, the
phllosopny, the budaet, and other general concerns of a School. The

appropriate klnds of professlonal leave. Unlverslty courses

certified and non-certified staff.

The organlzation GRIN (Greater Reservation Interdisciplinary
Network) was initiated by teachers at the school: Judy Johnson (second
grade teacher) was especially instrumental in the development of this
support group which meets twice a month to discuss and share teaching

ideas and concsrns. In addition to providing a support network for

teachers, GRIN also has sponsored a conference and is planning another
in the future.

library. and work areas for teachers to use: The professional library
1n the 1nstructional resource room includes books and professional
literary issues which directly and indirectly affect teachers' attltudes
and practices. The Hurried Child by David Elkind, Lessons from a Child
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by Lucy McCormick, The Pueblo Potter by Ruth Bunzel, A Sound of Chariots
by Mollie Hunter, and Paste, Pencils, Scissors and Crayons by Gene Baer
are all part of the profesgioral library. EHEowever, we believe that the

available in the instructional rssource room or elsewhere but in the
teacher. Teaching is more than perfecting a method. It is a continual
refining of past attitudes and practices.

Of course, by focusing on the teacher we are ultimately focusing on
the child. We believe tha* caring for children, their childhood, and
their léarning needs can occur only if we seriously caré about the needs
of the teachers.
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SPECIAL PROGRAMS AND LANGOAGE DEVELOPMENT

by Sigmund Boloz and Patricia Loughrin

ertlng, readlne, and 1ntegrat10n are approprlate not only in the

real world and what the; do in school. However, reésearch indicztes that
current classroom instruction for the remedial student may actualiy be a
contributing factor to the underachievement of the disabled reader.

For instance, Shavelson and Borko (l§5§5 1nd1cated that chlldren 1n
the highest reading group may be paced 13 times as fast as children in

the lowest reading groups; and that test scores indicate the difference

in pacing. Research completed by Alllngton (1977) indicated that while
the purpose of remedlal readlng classes 1s to prov1de more read1ng

F1nally, Unsworth (1984) cited more than 20 research studies completed
between 1975 and 1984 that indicated that 1nstruct10n geared towards low
abillty groups may actually be ‘a contrlbutlng factor to continued poor

performance.

Quallty programs and effective strategres should be available to
all students. Unfortunately, research by Good (1981) has indicated that
we do not treat advanced and remedial students in the same manner. The
facts. seem to indicate that we not only pay less attention to slower
students but that we also hawé less eye contact with slower students,
seat them farther away, criticize them more frequently, give them Zess
feedback, and pralse them less than we do hlgher achieving students.

It is our £irm belief that all children can learn if we can but

find an avenue which makes sense to them. For most students, this
avenue beglns with the students see1ng the connections between what they
are doing at school and wnat is happenlng in the real world. It is also
enhanced when the students see that slgnlflcant adults are excited about
reading and writing.
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Mrs. Footracer describes aer swvcces&ful approach:

112

I teach in a Learning Disabilities Rescurce Room. I see
cight different groups of K-3 students each day. Rarely had I
*ouched weiting, real 11terature, or drama before. When I was

}xke rhe road to rs med ation was through drill, practlce, and

perceptxon exercises, It was becoming a drag, a chore, and it
didn't seem to be working any miracles.

Working in a special sducation classroom with children

whose pr*mary 1enguage was Navajo, I found it difficult vo

teach English in a way that interested and excited the

students: Another probiem was students who had very little

EngIIsh and who were also unable to speak their own language
fluently.

Fortunately, our whole school was excxted about writing,

book making, and readlng real books. As a staff, we spent a

lot of time talklng about how to use these effectrveiy* I

decided to implement some of the ideas with my resource

sctudents. The students read books about a Navajo boy nanedr
Willie Chee. The students énjoyed his adventures o much that
we built a theme around the character,

We brainstormed 90551b1e situations and titles. They
came up w1th the wildest ideas, siuch as "Willie Chee and the
Knight Rider." But then came the hard part, getting the;r
thoughts onto paper. BEowever, I fouad that building word
power with students and getting them involved with the
topics worked.

 Most students were hindered by an inability to spell
correctly: However, inventive spelling worked well. When I

vias asked how toispeii a word, I usually responded with,
"Spell it the way it sounds.” I found when I stopped looking

at word speiiing and valued ideas, these students had so much

to say: They were very creative: Some of their StorieS were

hard for me to read, but they could always read them and their

ideas were great.

We corrected the speiling together as we moved towards

the Final draft, and then I typed the stories onto large

sheets of paper with a primary typewriter. The students

illustrated each page and they enjoyed every minute. The

covers were made of cloth, and the pages wer- bound together
on the sewing machine in our school's book making room.



Writing and 111ustrat1ng their own books enabled the

students =0 see how reading words fit into a contextual unit.

Many of them, even after three years of school, hadn't

realized the connection. The students practiced reading the

books to each other and then read the books to the kindergar-

ten classes. My students and I enjoyed the activ1t1es, but

more importantly, students who couldn't read a basal found

reading these high-interest materials almost easy.

I can honestly say that aithough it feels good to say my

kids are Lntter writers and readers now; the best thing is

that they are better students in general. They are happier

about writing, about readxng, and about themselves., Last

week we shared our major group accompllshment with the reéegular

classes that the students come from; We mada a s11de pPresen-

tation - wrote, illustrated and recorded a coyote tale. Their

"normal” classmaten _were pattlng them on the back. The

show the others what they can really do. And best of alt -1
have to kick the kids out of my room whén it's time to gos

Conciusion

Thxs book is about educatlng chlldren, but it is also about our
beglnnlng. The road we have chosc:: views education as a process which
can not alienate the chila. The child must be an active participant
in his or her own educatlon, and that education must be meaningful., The
approach we advocate is for all students. It exists throughout the
school and in all programs;

Like many of our reservation roads, the road we have chosen is
often bumpy. It often forks and leads in many directions, but it is an
exciting journey. It is a journey just beyond our fingertips.
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Most Frequently Used Words in the GIAD Project

*Word List from Student Writings

Compiled by Sigmund A. Boloz

the said walk( ) Store
I when try( ) stuck
and live come them
to one be toy s
my home our Work

a dog sister fell
is look to over
he ran too as
in people day black
was there outside help
it can('t) trees sheep
at get funny your
me you into jump
with some name just
we had Navajo lake
of pree) away mad
got run dida_ other
like : has(n't) food white
went make good chase
his so thing eyes
they scare( ) by _ feet
house water girl hands
then that not open
go (ing) have sleep rabbit
play( ) am told start
are took brother wood (s)
on see happy an
would (n't) came mean dance
eat( ) because their let's
mother but what money
saw little buy nose
out around corn old
him do(n't) some year
all off some ( ) about
for from bake door
back animal very grandmother
she after call mud (dy)
big school could (n't) night
friend( ) om down ride
up long put us
were

*This list represents the most frequently uséd words in a 14,000~word

sample as indicated in student (grades 1=3) writing published under

the GLAD project. Compiled March 1982.
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